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1. INTRODUCTION 
 
How to teach a foreign language has been a challenging question and topic of 
research and debate for hundreds of years. During this time, plenty of different 
answers have been found to this question and were presented in the form of 
methods of foreign language teaching. This thesis examines the underlying 
theoretical framework and the practical realization of two methods in detail. The first 
method is a historic one, which is usually referred to as audiolingualism and 
dominated foreign language teaching approximately 40 years ago. The second 
method is communicative language teaching, one of the most widely accepted 
methods to foreign language teaching nowadays. A few main questions will serve as 
guidelines for the research: What are the main characteristics of these two methods? 
How were they implemented in English course books of their time? What differences 
and similarities are there? In order to answer these and some related questions, a 
systematic comparison of the two methods will be made, which will be linked to a 
practical analysis of their realization in two EFL course books of their time.  
First, the development of different methods to foreign language teaching of the past 
170 years will be presented, in order to provide an overview of the historic 
background. Afterwards the research aims will be depicted in detail as well as the 
description of the data and the methodology which is used for the comparison of the 
methods and the analysis of the course books. The next chapter will deal with a 
systematic exploration of the audiolingual theory as well as with the analysis of the 
book according to these theoretical assumptions. The analysis will examine aspects 
such as theory of language, objectives, types of learning and teaching activities or 
the roles of teachers and learners. The same procedure will be followed for 
communicative language teaching in the subsequent chapter. The next section will 
cover a systematic comparison of the two methods and their implementation in the 
course books. This part will examine for example if the quality of implementation of 
the two methods differs. Furthermore, it will be interesting to find out if the current 
method really realizes the principles on which it is based  and whether some 
artefacts of audiolingualism occur in the course book. Finally, the main findings will 
be presented in the conclusion.  
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2.  HISTORY OF ENGLISH LANGUAGE TEACHING 
 
This chapter will give a chronological overview about the different methods and 
approaches that have developed over the centuries. It will help the reader to place 
the two approaches of the thesis into a historical framework which shows how their 
development was influenced. The focus will be on when these methods were used, 
what objectives they had, the material which was used, what role the mother tongue 
played, the role of the teacher, and which activity types were typically related to these 
methods. The historical development of the two approaches, which this thesis is 
about, namely audiolingualism and CLT, will be described in more detail.  
2.1. The Grammar Translation Method 
The Grammar Translation Method goes back to the teaching of Latin and Greek 
(Multhaup 1995: 15) and was a dominant method of European language teaching 
from the 1840s to the 1940s (Richards & Rodgers 2001: 6). Latin was considered a 
prestigious language and was taught in order to train the intellectual and 
memorization skills as well as logical thinking and reading skills to prepare students 
for university (Multhaup 1995: 16). There was no particular theory behind the way it 
was taught (Richards & Rodgers 2001: 7). However, when other foreign languages 
such as English and French started to be taught at European schools, the method 
did not change. The major characteristics of the Grammar Translation Method are 
based on the conception of language, which was considered to consist of vocabulary 
and grammar. These tools were needed in order to understand and translate texts 
into ones mother-tongue. Learning a language meant to memorise long lists of 
vocabularies as well as to know all grammatical rules of a language. No basic 
vocabulary existed so the words the students had to learn depended on the texts 
they were working with. The students had to translate sentences, which were mostly 
isolated from any context, out and into their mother-tongue. (Richards & Rodgers 
2001: 5). The aim of these sentences was to demonstrate the grammatical rules of 
the foreign language. The focus was on reading and writing whereas little attention 
was given to listening, speaking and pronunciation. Accuracy was a major goal and 
mistakes were to be avoided at any cost (Multhaup 1995: 17). In the course of time, 
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students should be enabled to read and understand classical literature in the foreign 
language. The language used in class was usually the students' mother tongue; the 
target language was hardly ever used. One of the major tasks of the teacher was to 
provide the students with explanations of grammar rules and translations, and to test 
them afterwards.  
2.2. The Direct Method 
The Direct Method can be regarded as a reaction to the Grammar Translation 
Method and developed at the end of the 19th century. (Edmondson & House 2000: 
116) According to Brown (2001: 21) the main characteristics of the method are:  
(1) Classroom instruction was conducted exclusively in the target language. 
(2) Only everyday vocabulary and sentences were taught. (3) Oral 
communication skills were built up in a carefully traded progression organized 
around question-and-answer exchanges between teachers and students in 
small, intensive classes. (4) Grammar was taught inductively. (5) New 
teaching points were taught through modelling and practice. (5) Concrete 
vocabulary was taught through demonstration, objects, and pictures; abstract 
vocabulary was taught by association of ideas. (7) Both speech and listening 
comprehension were taught. (8) Correct pronunciation and grammar were 
emphasized. 
Criticism focused on the lack of a linguistic theoretical basis and the loss of efficiency 
of the method when its principles were followed too strictly (e.g. sometimes a mere 
translation is more efficient than long explanations of a word). (Richards & Rodgers 
2001: 13) 
The method was used in private schools in Germany, France and the US, where it 
was quite successful because of the good general conditions (e.g. motivated 
students, employment of native speakers). However, in public education it was more 
difficult to realize due to the lack of native-teachers, the shortage of time and money 
etc. By the end of the 1920s the Direct Method had declined in Europe; or was 
supplemented by some more controlled techniques. (Richards & Rodgers 2001: 12-
13) Nevertheless, it became revived in a modified version as the Audiolingual 
Approach in the middle of the twentieth century. (Brown 2001: 22) 
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2.3. Audiolingualism 
This section will concentrate on the historical development of audiolingualism. The 
characteristics of the method as well as their realization in a course book will later be 
discussed in chapter 4.  
Audiolingual language teaching developed out of the Army Specialized Training 
Program (ASTP) which was established in 1942. The reason was the entry of the US 
into World War II, and the accompanying need of the Americans to quickly train their 
people in foreign languages such as German, Japanese, Chinese and many other 
languages. The aim was to achieve oral proficiency, which was in contrast to 
preceding foreign language teaching methods, which had mainly aimed at achieving 
reading proficiency. Therefore a new method was needed which focused more on the 
oral aspect. (Richards & Rodgers 2001: 50) 
The teaching method that was used in the program had been developed by Leonard 
Bloomfield and other colleagues. They had originally used it for their research on 
American Indian languages. It was called the 'informant method' as it involved a 
speaker of the foreign language, who was the informer and a linguist who was 
supposed to elicit the basic structures of the language. The linguist and the students 
took part in a guided interaction with the native speaker, which helped them to learn 
the language step by step. (Richards & Rodgers 2001: 50-51) 
In the ASTP, the students had to study six days per week and ten hours a day. There 
were six-week sessions, with 15 hours of drill with the informants and 20 to 30 hours 
of private study. There were only a small number of students in one class, who were 
usually very motivated. In general, very good results were achieved with the ASTP, it 
has to be mentioned however, that the success of the method was probably a 
consequence of the intensity of the training and the high motivation of the students 
rather than of the theoretical background of the method. Nevertheless, the method 
had a huge impact on the foreign language teaching methodology in the US which 
became known as audiolingualism in the mid 1950s. (Richards & Rodgers 2001: 51)  
Many applied linguists tried to develop this theory into a foreign language learning 
programme, in which a "language was taught by systematic attention to 
pronunciation and by intensive oral drilling of its basic sentence patterns." (Richards 
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& Rodgers 2001: 52) So the oral dimension of language was emphasized. Linguists 
carried out systematic comparisons of English with other languages, in order to 
anticipate the difficulties these learners would have. Another influencing factor from 
the area of psychology was behaviourist psychology. In combination with structural 
linguistic theory, aural-oral procedures, and contrastive analysis the framework of the 
audiolingual method was formed. (Richards & Rodgers 2001: 50-54) 
2.4. Cognitive code learning 
Cognitive code learning developed around the time of audiolingualism. An increasing 
interest into integrative transformational grammar led to the idea of adding more 
deductive rule learning to the inductive procedure of the audiolingual method. So in 
addition to the drilling practices, rule explanations were given. Cognitive code 
learning focused on "a conscious awareness of rules and their applications to second 
language learning" and thereby slightly returned to the Grammar Translation Method. 
The aim was to enhance the learners' communicative abilities. However the method 
did not prevail as it did not succeed in achieving this competence. (Brown 2001: 24) 
2.5. Community Language Learning 
Community Language Learning came into being in the 1970s, when the interest in 
the affective component of learning increased. It developed out of the "Counseling 
Learning" model of education by Charles Curran, who "applied psychological 
counseling techniques to learning" (Richards & Rodgers 2001: 90). The model was 
influenced by the psychological theory of Carl Rogers. The main idea was to reduce 
the anxiety that is usually created in an educational context. By providing a 
supportive community, a stress-free environment is created, in which efficient 
learning can take place. The needs of the learners determine the lesson. The 
procedure runs as follows: At first, the students establish "an interpersonal 
relationship and trust" in their mother tongue. Then they sit in a circle with the teacher 
standing outside the circle. If one student wants to communicate something to the 
others, s/he says it in their mother-tongue and the teacher translates it. The student 
repeats the translation and a conversation takes place. The students have to gain 
information about the foreign language inductively. Sometimes the teacher might as 
well give explanations of rules and be a little more directive. (Brown 2001: 25-26)  
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The general aim is to make the student acquire fluency in the foreign language. In 
other words the counsellor (teacher) helps the learners from their state of 
helplessness and dependence towards total independence. (Brown 2001: 26) 
The reasons why this method did not prevail was that, on the one hand, the success 
depended on the translational skills of the teacher. On the other hand, the method 
relied too much on inductive learning, which might work with students who have 
already made some progress in a language but is not very helpful for beginners. 
Moreover, at the beginning of foreign language learning, the learners need more 
direction from the teacher which is not implied by this method. (Brown 2001: 26) 
Today Community Language Learning is not used in its original version as described 
above, however, it had a lot of influence on future teaching methods and some of its 
characteristics can be found in current foreign language teaching approaches. 
(Brown 2001: 27) 
2.6. Suggestopedia 
Suggestopedia was developed in 1979 by the Bulgarian psychologist Georgi 
Lazanov. The general idea is that students will memorize more material in a more 
efficient way if certain conditions are provided. This means that the learners sit in 
comfortable seats and listen to some baroque music in order to gain a state of 
relaxation. In this state "one can take in tremendous quantities of material due to an 
increase in alpha brain waves and a decrease in blood pressure and pulse rate." 
(Brown 2001: 27) During the lesson, the teacher reads a text to the students, which 
the students have in front of them in both the foreign language and their mother 
tongue. Then after a short break, the students close their books and listen again to 
the teacher reading the text. At home the students have to read the text again one 
time in the evening and one time in the morning. 
Criticism concerned the data which Lazanov used as empirical proof of the success 
of his method. Furthermore, it was considered to train memorization skills rather than 
achieving language acquisition, which is a far more complex process. (Scovel 1979: 
260-61 quoted in Brown 2001: 28) 
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2.7. The Silent Way 
The Silent Way was founded by Caleb Gattegno. The name derives from the idea 
that the teacher is silent most of the time while the students are expected to practise 
the foreign language as much as possible. The main theoretical ideas of the Silent 
Way can be described as follows: 
(1) Learning is facilitated if the learner discovers or creates rather than 
remembers and repeats what is to be learned. (2) Learning is facilitated by 
accompanying (mediating) physical objects. (3) Learning is facilitated by 
problem solving involving the material to be learned. (Richards & Rodgers 
2001: 81) 
"Discovery learning", where the students have to discover principles and rules by 
themselves, is one of the central elements in Silent Way teaching (Brown 2001: 29). 
The learner is seen as an active participant in the lesson and not as a passive 
listener (Bruner 1966 referred to in Richards & Rodgers 2001: 81). Grammar is 
taught inductively and because of the absence of explanations the students have to 
draw their own conclusions. Thus, they gain more independence, autonomy and 
responsibility which is a major aim of the Silent Way. (Richards & Rodgers 2001: 85) 
The teacher is there to teach, to test and to get out of the way. (Stevick 1980: 56 
quoted in Richards & Rodgers 2001: 85) Teacher modelling occurs in a reduced 
manner and self-correction of the students is encouraged as well as a cooperative 
group atmosphere. (Richards & Rodgers 2001, 85) The teaching materials are 
"colored rods, color coded pronunciation and vocabulary charts". (Brown 2001: 35) 
Criticism focuses on the fact that the general conditions of the Silent Way cannot 
develop a communicative atmosphere. Sometimes the students need some more 
direction and correction by the teacher. In addition, direct explanations provided by 
the teacher might sometimes be more effective for the learners. (Brown 2001: 29) 
2.8. Total Physical Response 
Total Physical Response is a teaching method developed by the psychology 
professor James Asher in the 1970s. The method relies on several psychological 
theories including developmental psychology, learning theory, humanistic education 
and on language teaching procedures proposed by Harold and Dorothy Palmer. 
(Richards & Rodgers 2001: 73) Asher included three important aspects in his 
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method. (Brown 2001: 30) First, he referred to the L1 acquisition process of children, 
who develop listening skills, which are accompanied by a number of motor activity 
(e.g. grabbing), before they start speaking. Second, he distinguishes between right 
and left-brain learning. Motor activity is a right-hemispheric activity which should 
occur before left-brain language processing. Third, Asher claimed that in a typical 
language learning classroom students are confronted with much stress and anxiety. 
Therefore his method should aim at reducing this stress and create a friendly, 
supportive atmosphere where stress-free learning can take place.  
The activity types that can be found in a typical TPR classroom are usually 
imperative drills. These are supposed to elicit physical actions from the students such 
as: "Open the window!" This should facilitate the learning process of certain words 
and structures. Role plays and slide presentations are some other typical TPR 
activities. (Richards & Rodgers 2001: 76) 
At the beginners' level, the teacher does not need a lot of material so the voice, 
action and gestures are used. (Brown 2001: 35) Later, materials and media become 
more relevant. These include common classroom objects such as a pen or a rubber 
or it might be supporting material such as slides or pictures. (Richards & Rodgers 
2001: 77) 
The TPR teachers are very active and directive. They provide material and input and 
give feedback to the learners. The feedback should be rather cautious at the 
beginning, in order not to intimidate the students, and becomes stricter as the 
language level of the student increases. The learners, on the other hand, are 
basically supposed to listen to the teacher and act out his/her commands. (Richards 
& Rodgers 2001: 76) 
Total Physical Response is a very effective method with beginners but as the level of 
proficiency rises, it does not show better results than any other communicative 
method. (Brown 2001: 30) 
2.9. The Natural Approach 
Krashen, an applied linguist, and Terell, a teacher, wrote The Natural Approach 
which was published in 1983 and set out Krashen's theory of second language 
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acquisition on which the approach, as well as its practical applications is based. The 
emphasis of the natural approach is on meaning and vocabulary, not so much on 
grammar, and it focuses on teaching communicative abilities. (Richards & Rodgers 
2001: 128) 
At the beginning, the teacher provides the learners with much comprehensible input 
and the students are not expected to produce any speech on their own. The input of 
the teacher should be just slightly above the level of the students. During this 'silent' 
period listening comprehension skills should develop. In the next stage, speech 
production emerges and the focus is on meaning. Errors that occur should not be 
corrected unless meaning is hindered completely. In the last stage, the learners 
should learn to expand their language skills. They participate in more complex 
discourse situations such as role-plays, discussions, etc., in order to help the 
students to acquire fluency. (Brown 2001: 31) 
There are some critical points to mention. The concept of the silent period has 
advantages and disadvantages. Students are not forced to speak from the beginning, 
which might be good for their self-confidence and does not force them to risk-taking. 
On the other hand, it might cause a problem for the teacher as well as for the student 
if speech production emerges very late or does not emerge at all. Furthermore, the 
concept of comprehensible input might cause some problems for the teachers, as it 
is difficult to define. (Brown 2001: 32) 
2.10. Communicative Language Teaching 
This section is going to focus on the historical development of CLT which will 
describe why and how the method came into being and who influenced this 
movement. The characteristics of the method will be dealt with in chapter 5, which 
will provide a detailed description of its elements and an analysis of the realization in 
a course book. 
The origins of CLT can be found in the 1960s when British linguists wanted to 
abandon the method of Situational Language Teaching1, in which basic structures 
                                                             
1 Situational Language Teaching (also Oral Approach) is similar to audiolingualism and refers to a 
language teaching method developed by British applied linguists from the 1930s to the 1960s. Its main 
characteristics are that spoken language is taught before written language, that the target language is 
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were practised in meaningful situation-based activities. There was a growing wish to 
focus on the functional and communicative potential of language, when teaching 
foreign language. The aim of learning a foreign language should not be the mastery 
of structures but the achievement of communicative proficiency. The advocates of 
this view were for example Christopher Candlin (e.g. 1976) or Henry Widdowson 
(e.g.1972, 1984). They in turn based their opinion on functional linguistic theory, such 
as the works of Firth (e.g. 1957) or Halliday (e.g. 1970, 1975), sociolinguistic 
research from Hymes (e.g. 1972) and Labov (e.g. 1972) for example and on work of 
philosophers such as Austin (1962) and Searle (1969). (Richards & Rodgers 2001: 
153) 
Another influencing factor was the need for a good foreign language education 
method, because of the increasing need of many adults to learn European 
languages, which in turn resulted from the growing interdependence of European 
countries. Another huge impact on the development of CLT had Wilkins' book 
Notional Syllabuses which was published in the 1970s, as regards the design of 
communicative language programs and textbooks. He analyzed the communicative 
meanings of a language that a speaker has to be able to understand and express. 
His findings were incorporated into the first-level communicative language syllabus 
by the Council of Europe, an institution which investigated into the area of foreign 
language education. As the term communicative language teaching is linked to 
notional syllabuses, the term notional-functional approach is sometimes used 
synonymously. (Richards & Rodgers 2001: 154) 
The idea of CLT became more and more popular and the concept expanded over the 
years. It became widely accepted and generally became understood as an approach 
with two main characteristics. The first one is that the aim of language teaching is the 
achievement of communicative competence. The second characteristic is that it aims 
at using teaching procedures that rely on the interdependence of language and 
communication. This is a very broad definition, which led to the fact that many 
                                                                                                                                                                                              
used in the classroom that the lessons have to follow a vocabulary selection procedure which 
guarantees that a certain basic vocabulary is covered. Moreover, simple grammar items are taught 
before complex ones and a solid basis of grammar and vocabulary is established before reading and 
writing is taught. The most important characteristic is that all new language items are presented and 
practiced situationally. (Richards & Rodgers 2001: 36, 39) 
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versions and interpretations of CLT developed and that there is not one clear 
definition of the approach. One possible definition for example of Littlewood (1983: 1) 
is that CLT integrates functional and structural aspects in language teaching. Other 
authors view it as an approach that makes use of pair and group work procedures, 
focusing on problem-solving tasks. In other words, different definitions are provided. 
Six alternatives of CLT design alternatives for example, are described in Yalden 
(1983 referred to in Richards & Rodgers 2001: 155). Howatt (1984: 279) describes 
the 'weak' and the 'strong' version of CLT as follows. In the 'weak' version, the main 
concern is to offer the learners opportunities to use the foreign language for 
communicative purposes. The 'strong' version follows the assumption that the 
language has to be used in communication situations in order to learn it. (Richards & 
Rodgers 2001: 155) 
Some of the central characteristics in most interpretations of the communicative 
approach are the idea of direct practice of communicative acts and the focus on 
communicative and contextual factors of language, which were based on the works 
of the anthropologist Malinowski and the linguist John Firth. (Richards & Rodgers 
2001: 153-158) Very characteristic are the concept of learner-centeredness and the 
notion of experience-based language teaching, and the consideration of the needs 
and interests of the learners for the design of the course. (cf. Applebee 1974: 119 
referred to in Richards & Rodgers 2001: 158)  
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3. RESEARCH AIMS, DATA, METHODOLOGY 
 
3.1. RESEARCH AIMS 
This thesis investigates a number of research aims. The first one is to depict the 
theoretical background of two different methods to EFL teaching, namely 
audiolingualism and communicative language teaching. They will be examined 
according to various aspects. The second research aim is to support this theoretical 
framework with examples from two course books and to analyse some aspects in 
detail, in order to find out how well these two methods were realized in course books, 
written at the time when the method was dominant in foreign language teaching. The 
third research aim is to compare the theory of the two methods as well as their 
practical implementations systemically in order to find out what differences and 
similarities there are on a very basic, theoretical level (e.g. theory of learning) as well 
as on a very practical level (e.g. the types of learning activities or types of materials).  
 
3.2. DATA 
This section will provide the reasons for the selection of the two course books that 
will be analysed as well as a short general description of their main characteristics. 
Two books were selected which cover the same level of English teaching in order to 
guarantee a reasonable comparison. The CLT course book was published a short 
time ago, and is one of the latest English course book productions for the German 
language area. I chose the book as I thought that it would be interesting to examine 
the status quo of CLT principles adaptation to course books. The availability of 
audiolingual course books is rather limited today. From the few samples, I chose one 
which was on the same language level as the CLT course book and which covered at 
least some similar topics and grammatical patterns. I decided on course books 
designed for the 3rd year of study, since it is a time when course books still play an 
important role in the lesson, but also a time where students have already acquired 
basic knowledge of the foreign language and are able to express themselves more 
freely. At the beginning of language learning (1st or 2nd year of study) the activities 
  13 
 
are usually very controlled, that as regards a CLT course book, the principles of CLT 
might not be demonstrated so clearly.  
The books for my analysis were published in 1975, a time when audiolingualism was 
a dominant method in foreign language teaching and in 2009 the time of CLT. Some 
general aspects of the audiolingual as well as the CLT course book will be presented, 
following a list of criteria developed for the analysis of language teaching materials. 
(Littlejohn 1998: 197) The list has been adapted in order to provide information only 
on those aspects which are relevant for the thesis.  
 
3.2.1. The audiolingual course book 
Title: Kernel Lessons Plus. A post-intermediate course. 
Author: Robert O'Neill 
Publisher/year of publication: Longman, Eurocentre/ 1975 
Intended audience:  
- Age range: secondary schools pupils or adults at evening institutes in their third 
or fourth year of English study 
- School: secondary schools; evening institutes 
- Location: German language area 
Extent 
- Components: student's book, teacher's book, tapes set 1, tapes set 2 (language 
laboratory material), tapescript, tests (student's book), tests (teacher's book) 
- Total estimated time: at least 60 to 120 direct contact hours of teaching 
Design and Layout 
2 colour students' book, 127pp, 2 colour teacher's book, 92pp 
Distribution 
 teacher learners 
material 
cassettes ü ü 
tapescript ü -- 
answer key ü -- 
guidance on use of class material ü -- 
access 
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index/wordlist -- -- 
detailed contents list ü ü 
section objective ü -- 
 
Subdivision 
The student's book is divided into 15 units and each unit is divided into two lessons. 
Each unit consists of six standardized components which always cover one page of 
the unit: intensive texts (usually three or four texts that include different aspects of 
the topic), grammar exposition and exercises (provides grammar exercises), 
intensive listening (provides examples of natural speech), story/dialogue (a short text 
that resembles a story or excerpt from a novel), dialogue/practice (a dialogue is 
provided with additional exercises), grammar summary/revision (consists of 
additional grammar notes, exercises, and extended writing assignments).  
The teacher's book includes an overview of the components of the Kernel Lessons 
Plus programme, a general introduction with a description of the aims and the 
rationale of the material, detailed notes on each unit in the student's book, and a full 
transcript of all intensive listening interviews and dialogues.  
Topics  
Traffic in our cities, the English Broadcasting Company, space travel, education, the 
rich and the poor, holidays, disaster, letters to an advice column, life in the future, 
crime and punishment, the world of advertising, work and money, women's liberation, 
progress, inflation 
Language Focus 
Present continuous contrasted with past simple, reported speech, tag answers, 
questions, simple past contrasted with present perfect, continuous and simple perfect 
forms contrasted, subordinators, modal verbs, infinitive constructions, adjectives, 
comparison of adjectives, past continuous, if-sentences, future tense, gerund, 
phrasal verbs, zero article. (For a detailed list of the language focus in each unit see 
appendix.)  
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3.2.2. The CLT course book 
Title: More! 3  
Authors: Gerngross G.; Puchta, H.; Holzmann, C.; Stranks, J.; Lewis-Jones, P. 
Publisher/year of publication: Helbling Languages/ 2009 
Intended audience:  
- Age range: 10-14 years 
- School: grammar school (AHS) and Hauptschule (lower secondary school) 
- Location: Austria (and a number of schools in Switzerland) 
Extent 
- Components: student's book (enriched course), workbook, free practice material 
on the online platform www.more-online.at (cyber homework, MP3 downloads, 
online progress checks, interactive educational games, More!3 SbX Schulbuch 
Extra (internet supplement), DVD-ROM with exam training, teacher's book (+ 
master copies), 3 audio CD's, DVD (7 episodes of the Teen Soap The Mag), 
exam collection with testbuilder-CD-ROM and audio-CD, cyber homework offline 
master copies, DVD-ROM network release.  
- Total estimated time: 10 months (as indicated in the teacher's book; see 
appendix) 
Design and Layout 
4 colour students' book, 140pp, 2 colour workbook, 104pp, 2 colour teacher's book, 
78pp  
 
Distribution 
 teacher learners 
material 
DVD ü -- 
audio-CD ü -- 
tapescript ü -- 
answer key ü -- 
guidance on use of class material ü -- 
access 
index/wordlist ü ü 
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detailed contents list ü ü 
section objective ü -- 
 
Subdivision 
The student's book and the workbook are divided into 14 units each. Each unit 
includes different kinds of activities. There are so called 'get talking' or 'free flow' 
activities that focus on oral practice, vocabulary exercises, grammar exercises or rule 
explanations, reading activities, listening activities, writing activities, pronunciation 
activities, 'Everyday English' activities, which aim at the teaching of English phrases, 
dialogue practice activities, or so called 'MORE!' sections, which either include a 
song or a scene on a DVD. Not every unit includes all of these sections. The only 
activity types that occur in every unit are grammar, reading and writing. 'Get talking' 
occurs in 12 out of 14 units, vocabulary in 11, listening in 11, and 'dialogue practice' 
in 8 and 'Everyday English' in 7 of 14 units.  
After unit 4, 11 and 14, there is a section called 'progress check' in which the 
students can evaluate their own learning progress independently. At the end of the 
book some additional sections are provided. The first one is a CLIL (content and 
language integrated learning) section which offers interdisciplinary practice in music, 
biology, history and science. The book also offers a wordlist, a list of irregular verbs, 
a section on classroom language, and a list of the English sounds.  
The workbook includes vocabulary, grammar, reading and writing activities. 
The teacher's book consists of an introduction which describes the concept of the 
book, its components and how the concept is related to developmental psychology. 
Afterwards it offers an outline of the contents of the student's book in table form. The 
table lists the topics of the units and provides a time schedule which indicates how 
much time should be spent on each unit. Moreover it lists the contents according to 
the following sections: reading and listening material, speaking and writing, means of 
verbal expression/structures, exercises, in the workbook which relate to this unit and 
MORE!, which lists the additional material that is provided for example on the internet 
(for a detailed description see appendix). Finally it offers detailed instructions and 
comments on the activities of the units and how to teach them. Each unit also 
includes a section called 'additional suggestions' in which a few (usually two to three) 
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suggestions of further activities are made. At the end of the book some information 
on the CLIL materials can be found as well as the tapescripts of units 1-14 and the 
key to the worksheets.  
Topics  
The greatest band ever, what a coincidence, going on a journey, dangerous animals, 
London calling, what will happen if..., you've got a friend, Steven Spielberg superstar, 
young people today, stand up for your rights, California dreaming, survival, 
dilemmas, into the heart of the wilderness.  
Language Focus 
Present simple, past simple, past continuous, adverbial clauses of time, 
comparatives/superlatives/as ...as, relative pronouns, 1st conditional, present perfect 
with for and since, past simple and present perfect, be allowed to, past ability: could 
and were able to, present perfect continuous, passive (present and past), 2nd 
conditional, be going to.  
In this paragraph only the grammatical topics of the units are listed, although the 
teacher's book offers a more comprehensive list of the notions and functions of the 
units. A detailed description can be found in the appendix.  
 
3.2.3. Subject of the course book analysis 
Subject of the course book analysis will be the student's book and the teacher's book 
in Kernel lessons plus and the student's book, the workbook as well as the teacher's 
book in More!. The CLT book consists of more material (e.g. the additional worksheet 
collection) which will not be subject of the analysis. A reasonable comparison to the 
audiolingual course book has to be drawn which can be best done when similar 
components of the material will be analysed and compared.  
 
  18 
 
3.3. METHODOLOGY 
3.3.1. Methodology for the analysis of the theory  
The model which is used as a framework for the description and hence a systematic 
comparison of the theory of the two approaches is a model of description established 
by Richards and Rodgers. There are some other models which allow a categorization 
of the principles and ideas as well as the actual procedures and techniques that a 
language teaching method makes use of. A popular model, for example, is 
suggested by Anthony (1963) who distinguishes between approach, method and 
technique. Richards and Rodgers revised and extended this concept in order to 
provide a more comprehensive model. This also takes a number of other aspects into 
account that have been neglected in Anthony's  model such as the realization of an 
approach in a method or the relation of method and technique. (Richards & Rodgers 
2001: 20)  
Richards and Rodgers (2001: 20) suggest three elements of a language teaching 
method, namely approach, design and procedure. The term 'approach' 
refers to theories about the nature of language and language learning that 
serve as the source of practices and principles in language teaching. 
(Richards & Rodgers 2001: 20) 
It consists of linguistic and psycholinguistic elements which are referred to as 'theory 
of language' and 'theory of learning'. A theory of language considers the "nature of 
language proficiency" and the "basic units of language structure". (Richards & 
Rodgers 2001: 33) The theory of learning describes the psycholinguistic and 
cognitive processes that play a role when a person is learning a language. Moreover, 
it includes the conditions that have to be established in order to make these 
processes work successfully.  
The term 'design' (Richards & Rodgers 2001: 33) considers the following aspects of 
method analysis: First, it covers general as well as the specific objectives of the 
method. Second, it includes the syllabus, which concerns the selection and 
organization of language content. Third it takes into account the types of learning and 
teaching activities, in other words the kinds of tasks or practice activities that are 
used in the classroom and that can be found in materials. Fourth, it specifies the 
learner roles. This includes the types of tasks the learners encounter, and it 
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describes the degree of control that the learner has as well the recommendations for 
patterns of groupings of the learners. Furthermore it indicates how much influence 
the learners have on the learning of their colleagues and how the learner is perceived 
(e.g. as processor, performer, problem solver etc.) Fifth, it describes the teacher 
roles. This element includes the functions of the teacher as well as the degree of 
influence s/he has over learning. It indicates the extent to which the teacher can 
control the content of learning as well as the types of interactions between him and 
the learners. Sixth, design takes into account the role of instructional materials. This 
element involves the functions of materials, their forms (e.g. textbook), how it is 
connected to other input and the presumption that are made about learners and 
teachers.  
The term 'procedure' is the third element of a method.  
This encompasses the actual moment-to-moment techniques, practices, and 
behaviors that operate in teaching a language according to a particular 
method. It is the level at which we describe how a method realizes its 
approach and design in classroom behavior. (Richards & Rodgers 2001: 31) 
It specifies the use of teaching activities, how new language is introduced and 
demonstrated, the way the exercises are used to practise it, and the procedures and 
techniques which are used for giving feedback to the learners. (Richards & Rodgers 
2001: 31) 
 
3.3.2. Methodology for the course book analysis 
For the course book analysis the in-depth method by McGrath is used. He describes 
the method as follows: 
In depth techniques go beneath the publisher's and author's claims to look at, for 
instance the kind of language description, underlying assumptions about learning 
or values on which the materials are based or, in a broader sense, whether the 
materials seem likely to live up to the claims that are being made for them [...]. 
(McGrath 2002: 27-28) 
An analysis incorporating this method might focus on specific features 
(Cunningsworth 1995 referred to in McGrath 2002: 28), on a detailed examination of 
one or a number of extracts (Hutchinson 1987 referred to in McGrath 2002: 28) or a 
detailed analysis of a few units based on preset questions (Johnson 1986 referred to 
in McGrath 2002: 28).  
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Yet, the in-depth method has a number of disadvantages. The samples might not be 
representative of the course book, the analysis might offer only a narrow insight into 
the contents of the material, and the examination might be very time consuming or 
may require a lot of expertise. (McGrath 2002: 28) Nevertheless, the method is used 
as it provides a good basis for the combination of the theoretical and practical 
analysis and realization of the objectives of the thesis. 
In order to discover the differences and similarities of the two methods, a systematic 
comparison following the theoretical framework of Richards and Rodgers, as 
described above, is offered in the last chapter. It will also summarize the main results 
of the analysis of the two course books and will put them in relation to each other.  
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4. AUDIOLINGUALISM 
 
In this chapter the audiolingual model of language teaching will be examined and 
discussed in detail. It will be studied according to the model of Richards and Rodgers 
(2001) who distinguish between approach, design and procedure. Each of these 
components consists of several elements which have already been described in the 
previous chapter. Since not all of these parts are of the same relevance for the 
comparison to communicative language teaching, some will be described very briefly. 
The theoretical model will be supported with examples from the course book Kernel 
Lessons Plus, which will show how audiolingualism was implemented in practice. 
This book was used for EFL teaching in the 1970s, in the German language area, 
during a time when audiolingualism was the dominant approach in foreign language 
teaching. References will be made to the student's book as well as to the teacher's 
book in order to convey the ideas and theories that the authors of the book had in 
mind. The examples are taken out of five different units, namely unit 2, 3, 8, 10, and 
11, in order to cover different parts of the book. The units were randomly chosen. 
Some units were examined more closely in order to draw conclusions on the 
realization of the method. The exercises which are used in this chapter can be found 
in appendix C; material of the teacher's book in appendix B.  
 
4.1. APPROACH 
In chapter 2.3. some information on the general historical circumstances was given, 
which led to the development of audiolingualism. This section will provide a more 
detailed description of the authors and theories that influenced this teaching method 
and the characteristics and principles that represent it. 
 
4.1.1. Theory of language  
The basis of the audiolingual theory of language is structural linguistics, which 
developed in the 1950s as a reaction to traditional grammar. There are numerous 
factors that led to this change. One influence was Darwin's work 'On the origin of 
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species', which promoted a movement toward positivism and empiricism. Another 
factor was the rising interest in non-European languages. This all led to a more 
practical approach to language study. A new methodology for the collection and 
analysis of data came into being. (Richards & Rodgers 2001: 54) 
Language was viewed as a system of structurally related elements for the 
encoding of meaning, the elements being phonemes, morphemes, words, 
structures, and sentence types. (Richards & Rodgers 2001: 55) 
An important change which derived from structural linguistics and which also had a 
huge impact on language teaching was that spoken language is considered superior 
to written language. This was contrary to the former approaches to language 
teaching, which had a different view and regarded spoken language as an "imperfect 
realization of the pure written form". (Richards & Rodgers 2001: 55) A scientific 
approach to language teaching was established on the basis of the scientific 
approach to language analysis.  
Moulton (1963: 86-89) who was a linguistic scientist and teacher described five 
principles on the application of the results of linguistic research to foreign language 
teaching. They should serve as a guideline for foreign language teachers for the 
preparation of materials and teaching techniques:  
- "Language is speech not writing." The teaching of speaking should come first 
and should be followed by the teaching of reading.  
- "A language is a set of habits." As speakers of a language are usually not 
aware of what they say and how they say it, language must be a set of 
automatic habits. Foreign language learners have to learn these habits by 
imitation, practice and repetition in order to become fluent in a language. 
- "Teach the language, not about the language." The focus is on teaching the 
language itself, which means that grammar should be taught in order to use 
the language and for no other purpose. Instructions are necessary to learn 
new structures but not when they have already become matters of habit. 
- "A language is what its native speakers say, not what someone thinks they 
ought to say." This idea is linked to the first principle and was influenced by 
linguists who studied American Indian languages. As most of them did not 
have any written language, only their spoken language could be analysed. 
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This view was then also applied to other languages. In contrast to the opinion 
of traditional grammarians, correct was everything that the native speaker 
says and not only one prescriptively established variant of the language. 
- "Languages are different." Although many European languages have their 
grammatical roots in Latin and Greek, they should not be taught like these two 
languages were. In many cases using the same procedure would not be 
helpful and therefore every language should be analysed in terms of its own 
grammatical structure. Additionally, this principle indicates that translation 
should be of minor significance in foreign language teaching and should be 
avoided especially at low levels.  
 
4.1.2. Theory of learning 
The audiolingual approach of learning was highly influenced by a psychological 
theory, namely behaviourism, which was mainly concerned with the empirical study 
and explanation of human learning. This of course also includes language learning. 
The basic premise of the theory is that human behaviour and consequently human 
learning is influenced by three elements: stimulus, response and reinforcement. In 
the context of language learning, behaviour is understood as verbal behaviour, 
stimulus is "what is taught or presented of the foreign language", the response refers 
to "the learner's reaction to the stimulus" and the reinforcement is the "extrinsic 
approval and praise of the teacher or fellow students or the intrinsic self-satisfaction 
of target language use." Mastery of language is achieved when a person has 
acquired "a set of appropriate language stimulus-response chains." (Richards & 
Rodgers 2001: 56) 
These assumptions formed the basis of the idea of language learning and teaching in 
audiolingualism. In her influential book, Rivers (1964: 13-17) refers to Carroll (1953: 
8-10) who lists four principles of audiolingualism on which further developments of 
this method were based:  
1. Items are presented in spoken form before written form. [...] 
2. Careful scientific analysis of contrasts between the learner's language and the 
target language. [...] 
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3. Need for overlearning [i.e. repeating a pattern extensively so that it will 
become automatic] of language patterns by a special type of drill known as 
'pattern practice'. [...] 
4. Learning to make responses in situations which simulate 'real-life' 
communication situations as closely as possible. [...] 
  
Retrospectively some other authors formulated principles which are based on their 
research on audiolingualism. According to Prator and Celce-Murcia (1979: 4) 
audiolingualism developed as a reaction to the Reading Approach and was 
influenced by the Direct Method as well as by behaviourism, which has already been 
described in chapter 2. They list 16 characteristics which partly refer to components 
of design and procedure. All in all, they overlap with the other principles that are 
presented in this chapter. Whenever there is a correspondence, a reference will be 
made. A complete list of the 16 principles will be provided in the appendix.  
Richards and Rodgers (2001: 57) list the following central principles of 
audiolingualism which are mainly based on the ones outlined above.  
1. The learning of a language means habit formation. Habits are formed by 
repetition. The more something is repeated, the more likely it is that a person 
will show this habit again. Hence, there is an emphasis on the memorization of 
structures, so that the chance to make a mistake is reduced. In order to 
achieve this goal, dialogues are often memorized or pattern drills are 
performed. (Richards & Rodgers 2001: 57) This characteristic principle was 
similarly formulated by Carroll (1960: 8-10 referred to in Rivers 1964: 13) and 
Moulton (1963: 87) and was also described for instance in Johnson (2001: 
175) and Prator and Celce-Murcia (1979: 4).  
An example of this memorization of dialogue and a pattern drill can be found in Unit 8 
on page 71 in activity 2b and 2c.  
2b. Study this dialogue. 
A: I love you. 
B: What did you say? 
A: I said I loved you! 
B: (a few seconds later) Tell me ... do you really love me? 
A: Of course I do! I've just told you that I love you! 
 
 
 
  25 
 
2c. With someone else, use the dialogue above as a "frame" for more 
conversations just like that. A should begin with these statements. 
1. I want to kill myself. 
2. I hate you. 
3. I've just seen a ghost. [...] (O'Neill 1975a: 71) 
 
In 2b the students have to study a short dialogue. The grammatical pattern which is 
focused on in this exercise is the reported speech (e.g. in the sentence: "I said I 
loved you!"). In 2c the students have to repeat the dialogue with different lexical 
items. This is the pattern drill exercise which aims at practising the grammatical 
pattern in a very limited context. This type of practice decreases the chance to make 
mistakes and supports the process of mechanical habit formation.  
However, dialogues usually do not have to be memorized in the book. Normally, they 
are used as listening comprehensions, where the students have to take notes and 
then repeat the phrases (cf. the 'dialogue/practice' sections of the book e.g. O'Neill 
1975a: 22). They are often followed by pattern practice exercises. 
2. Language is presented in spoken form before it is presented in written form, in 
order to facilitate the learning process. (Richards & Rodgers 2001: 57) This 
principle is quoted by a number of other authors, such as Johnson (2001: 173-
174) or Edmondson and House (2000: 118). It was originally stated in Moulton 
(1963: 86), Rivers (1968: 38), and in Brooks (1964: 50).  
The realization of the "primacy of speech" (Johnson 2001: 172) principle can be 
found in the grammar exposition and exercises section of unit 2 on page 12 where 
the distinction between past tense and present perfect is presented. In the teachers 
book it says:  
The exercises can be done orally, but they are also designed as homework 
material. When presenting exercises orally, it is often a good idea to ask class 
to cover a text so that their attention is fully on you and the exercise is truly 
oral. (O'Neill 1975b: 12)  
 
If one has a closer look at the exercises on pages 18 and 19 one can see how the 
'primacy of speech' principle is implemented in detail. In exercise 1a the language 
material is presented in dialogue form which already indicates spoken language: 
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1a. You are talking to Linda Blake. Notice the questions you ask her. 
 
Linda: I lived in France for a time. 
You: Oh? How long did you live there? 
Linda: I live in the north of London. 
You: Oh, how long have you been living there? 
 
Now you do it! 
1. I worked in a factory once. 
2. I work for a women's magazine now. 
[...] (O'Neill 1975a: 18) 
 
The students have to use the pattern of the example sentences and transfer this 
pattern to the sentences below. Exercises 1b and 1c offer explanations on the 
grammar item.  
1d. Transfer 
Think back to the past. Describe things you did over a certain period but which 
are over now. Some of these questions may help you.  
1. Describe where you went to school and how long for. 
2. Have you had more than one job in your life? Describe the job or jobs you 
had before your present one. Say how long you had it. 
[...] (O'Neill 1975a: 18) 
 
In exercise 1d the students are invited to use the grammatical pattern in a less 
controlled context. Again this exercise can be done orally in class and then in written 
form for homework. Exercises 2a and 3a are conversion drills where students have to 
transform sentences following a certain pattern as in 1a.  
2a Linda and Wilson are talking. He is interviewing her. The interview is 
described in the past. Describe it in the present. It is going on now. Notice that 
some verbs do not take the continuous. Transform like this. 
Linda sat in a chair. 
Linda is sitting in a chair. [...] (O'Neill 1975a: 19) 
 
3a The verbs here are used with different meanings. In one meaning they can 
take the continuous. In the other they cannot. Transform from past to present. 
Imagine all these things are going on now. 
1 Wilson had lunch with David Nelson. 
2 Nelson had a lot of experience. [...] (O'Neill 1975a: 19) 
 
This time the language is not presented in the form of speaker-hearer situations, but 
in the form of sentences that describe a situation. (e.g. "Linda sat in a chair. Linda is 
sitting in a chair." in 2a or "Wilson had lunch with David Nelson." in 3a (O'Neill 1975a: 
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19)). 2b and 3b are again explanations or comments on the grammar topic. There is 
also an indication in the teacher's book that 2a and 3a can be done for homework.  
One can see that there is a clear focus on oral speech in the first two exercises, 
concerning the presentation of the language in dialogue form as well as in the oral 
performance of the exercises, as the teacher's book recommends it. While the format 
of the next exercises does not have a focus on spoken language, the performance is 
again recommended to be done orally first. Writing is only the second step which is 
usually suggested to be done as homework. 
3. The teaching of grammar is usually done inductively and not deductively. The 
reason is that analogy, including the processes of generalization and 
discrimination, is considered more effective than analysis for language 
learning. This means that students are made familiar with a grammatical 
pattern first, so that they have the possibility to perceive the analogies, and 
only afterwards grammar rules are provided for explanation. Drills are 
supposed to help students to form accurate analogies. (Richards & Rodgers 
2001: 57-58) 
Concerning the teaching of grammar rules Brooks (1964: 154) points out that they 
should be provided after the students have "had sustained practice in using the 
structure the rule refers to, and the amount of class time devoted to their 
consideration should be minimal." This principle of "inductive learning" is for example 
also mentioned by Johnson (2001: 176) and by Prator and Celce-Murcia (1979: 4): 
There is little or no grammatical explanation: grammar is taught by inductive 
analogy rather than deductive explanation. 
To find out how grammar is presented in Kernel Lessons Plus, the recommendations 
in the teacher's book are consulted as well as the contents of the student's book. As 
it has already been explained in the previous chapter, the book follows a specific 
pattern. Each unit consists of six components. The first one is called 'intensive texts', 
which is followed by 'grammar exposition and exercises'. Then there is the 'intensive 
listening' section and finally there is the 'story/dialogue' part. Finally there is the 
'dialogue/practice' and the 'grammar summary and revision' section. The introductory 
section of the teacher's book offers some general explications of these six parts. In 
the rationale for the 'intensive texts', the authors write that  
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[t]he texts are full of examples of the pattern under study. The patterns are 
thus encountered in complete contexts. (O'Neill 1975b, iii)  
The rationale of the 'grammar exposition and exercises part' explains that  
[c]ontextualisation, by itself, is often not enough. An additional and more 
formal approach has been found desirable for adult students. However, this 
'approach' keeps the use of formal terminology to a minimum. (O'Neill 1975b, 
iii) 
So the explanation in the teacher's book claims that the course book follows the 
principle of 'inductive learning' and accordingly, grammar items are first presented in 
context (i.e. in the texts) and afterwards explanations are provided to clarify the 
grammatical rules.  
The presentation of the grammar topic 'simple past contrasted with present perfect' in 
unit 2 will give an example of the realization of this principle. For the sake of 
completeness it should be mentioned that there are also some more grammar points 
introduced in this unit, which will not be focused on for the moment. The unit is 
divided into two lessons, and the other grammar topics are planned to be done in the 
second lesson. What will be discussed now is the teaching procedure of grammar in 
the first lesson. One can find a lot of grammatical patterns, i.e. simple past and 
present perfect, in the texts of the 'intensive text' section of that unit. For example 
exercise 2:  
I was born in England but I lived in South America when I was a child. [...] I 
worked for a London newspaper for five years, and I've been working in 
television for the past two years. (O'Neill 1975a: 16) 
These grammar patterns can also be found in exercise 3 and 4. Then they are 
practised in the pattern drills which follow the texts. For instance in exercise 3: 
Ask and answer questions about Linda. Find out: 
1.Where she was born   [...] 
7.How long she has been working for the magazine (O'Neill 1975a: 17) 
 
However, no grammatical explanations are provided at this point. Only in the next 
section 'grammar exposition and exercises' can we find comments and explanations 
on the grammar topic, which are provided after another drill exercise (1a), which has 
already been discussed previously. Exercises 1b, 1c as well as 2b and 3b offer short 
grammatical explanations about the distinction between past tense and present 
perfect tense and the use of the present continuous; especially about verbs which 
  29 
 
are likely to take the continuous form and those that do not. To give an example of 
such an explanation: 
1c. Comment 
1. The past simple is used here for lengths of time completely in the past. They 
do not connect with the present in any way. (O'Neill 1975a: 18) 
 
The next three components 'intensive listening', 'story dialogue' and 'dialogue 
practice' mainly focus on the practice of the other grammatical patterns. At the end of 
the unit there is the 'grammar summary and revision' part which provides more 
practice on the present perfect/past tense distinction in form of an extended writing 
exercise in 2a and 2b. No further explanations are given. The instructions are: 
2a. Describe yourself in the same way that Linda and David described 
themselves on pages 16 and 17. Answer these questions. Where were you 
born? What sort of school did you go to? [...] How long have you been working 
in your present job? [...] (O'Neill 1975a: 23) 
2b. Now imagine you are being interviewed for a new job. Write the interview 
out as a dialogue. (O'Neill 1975a: 23) 
One can see that these two exercises neither present any more rule explanations nor 
do they provide any more pattern exposition. The aim of these exercises is the active 
implementation of the pattern by the students. In exercise 2a they are guided by 
questions and should refer to the model texts in which they can see how the pattern 
is used. By answering the questions the students are forced to use either past tense 
(e.g. when answering the question "Where were you born?") or the present perfect 
tense (e.g. when answering the question "How long have you been working in your 
present job?"). The second exercise presents a similar task; however, the degree of 
freedom is now higher. After all the exercises the students have done before, it is 
very likely that they are going to integrate the past tense/present perfect distinction in 
their text, although, there is no explicit instruction for doing so. In general both 
exercises aim at the active practice of the grammar pattern.  
One can see that in this unit grammar is taught inductively. First, the patterns are 
presented in context, then they are practised in drills and only afterwards is some 
explanation given about the grammar rules. Finally there are exercises that require 
the students to use the pattern in a freer context.  
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4. The teaching of a foreign language also includes the teaching of the culture of 
the foreign country, as the meaning of a word makes only sense in a cultural 
context. (Richards & Rodgers 2001: 57)  
Another reference to the importance of the integration of the cultural background is 
made in Prator and Celce-Murcia (1979: 4). 
In the 'intensive listening' section of unit 2 is an example of the teaching of some 
cultural aspects of England. In exercises 1 "[a] young reporter talks about the 
different kinds of newspapers in England". (O'Neill 1975a: 20). In the listening text, 
which is transcribed in the teacher's book, references to the circulations and names 
of some common newspapers are mentioned: The Times, The Guardian, The Daily 
Mirror, and The Daily Telegraph. The text also contrasts the differences in the 
presentation of news and stories in quality newspapers and popular newspapers. (cf. 
O'Neill 1975b: 71-72) 
However, it has to be pointed out that the objective of teaching the culture of the 
foreign country is hardly realized in the course book. Reference to Great Britain is 
only made peripherally (e.g. by referring to historical London in unit 15 (O'Neill 
1975a: 120), other English speaking countries are not mentioned at all. The authors 
invented some 'cultural' material, such as the fictional broadcasting company (EBC 
abbr. for English Broadcasting Company) in unit 2 or some made-up advertisements 
in unit 11. On the whole, one can conclude that integrating a cultural context in which 
the language is presented is definitely neglected in the course book.  
 
4.2. DESIGN 
4.2.1. Objectives 
Brooks (1964: 108) distinguishes between short-range objectives and long-range 
objectives, which are different but should be connected in a language learning 
course. Brooks names four short-range objectives which in turn imply three more 
short-range objectives. The immediate short-range objectives are (1) "training in 
listening comprehension" which has to be done first, (2) oral reproduction, "of the 
speech sounds the ear has learned to recognize", which should of course be 
integrated in the context of discourse, (3) "reading, that is, the recognition of speech 
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symbols, [...] as graphic signs on a printed page", which is linked to (4) "writing, the 
ability to reproduce these graphic symbols in accordance with accepted standards in 
the new language" (Brooks 1964: 110-111). These objectives imply that the learner 
has to learn to control the "structures of sound, form, and order in the new language", 
has to learn vocabulary so that the structures can be integrated in some context, and 
finally the learner has to learn the meaning "in terms of significance" which the words 
have for speakers of that language. (Brooks 1964: 111) 
These short-range objectives are necessary in order to achieve the long-range 
objectives which are linked to a deeper level of understanding of the literature and 
culture of the foreign as well as the own country. The development of the language 
skills leads to a profound understanding and appreciation of the literature and they 
help the learner to gain a good insight into the culture of the country. All these 
achievements provide the learner with a new vantage point from where to approach 
the achievements and problems of humanity. (Brooks 1964: 111-112) 
Richards and Rodgers (2001: 58) comment on the objectives listed by Brooks and 
describe their indications for practical language teaching. They write that in the 
audiolingual theory of language learning the focus is on the achievement of oral 
proficiency. This means that the learner has to be able to use grammar as well as 
pronunciation correctly and has to be able to "respond quickly and accurately in 
speech situations". (Richards & Rodgers 2001: 58) The oral skills, namely listening 
and speaking have to be trained first. Only after that should reading and writing skills 
be practised. 
The teaching of listening comprehension, pronunciation, grammar, and 
vocabulary are all related to development of oral fluency. Reading and writing 
skills may be taught, but they are dependent on prior oral skills. Language is 
primarily speech in audiolingual theory, but speaking skills are themselves 
dependent on the ability to accurately perceive and produce the major 
phonological features of the target language, fluency in the use of the key 
grammatical patterns in the language, and knowledge of sufficient vocabulary 
to use with these patterns. (Richards & Rodgers 2001: 58) 
 
The book will be analysed according to three short term objectives referring to the 
writing of Richards and Rodgers which includes the theory of Brooks. These are: 
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1. Teaching of listening, grammar, and vocabulary is related to the development 
of oral fluency. 
2. Reading and writing skills are dependent on prior oral skills. 
3. Teaching aims at the development of the ability to perceive and produce major 
phonological patterns of the language, at the development of fluency in using 
the key grammatical patterns as well as at building up knowledge of sufficient 
vocabulary.  
To show how these objectives are realized in the course book, it is not helpful to 
explore single activities but to look at the book at a whole. Since each unit follows the 
same structure, it will be sufficient to examine the structure and kinds of exercises in 
one unit. Of course the examination can only show the realization of the short-range 
objectives. In order to find out more about the long-range objectives one would have 
to examine the knowledge of the students themselves which is not the aim of this 
thesis. 
Realization of objective 1 
First it will be depicted how objective 1 ('teaching of listening comprehension, 
pronunciation, grammar, and vocabulary is related to the development of oral 
fluency') is realized. In each unit we have six components: intensive texts, grammar 
exposition and exercises, story/dialogue, dialogue/practice and grammar summary 
and revision. Four of them will be examined in more detail in order to show the 
implementation of the objective. In the text section of unit 8 with the topic 'Letters to 
an Advice Column' there are four exercises. Each of them is a question and answer 
exercise, in which a speaker-hearer situation is created. Students have to ask and 
answer each other's questions or have to respond to questions the teacher asks 
them. Thus there is definitely a focus on spoken language in this section.  
The grammar part consists of eight exercises, all of which focus on spoken language 
as they request the students to practise the pattern in spoken form. This becomes 
clear when considering the instructions: 
1a. Imagine Veronika is talking to you. 
Veronika: Perhaps I'll write to Alice Moore. Will she give me good advice? 
You: Yes, if you write to Alice, I'm sure she'll give you good advice. 
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2a. [...] Imagine you and your friend are talking about such impossibilities. 
Your friend: can this be a real diamond? It costs £1. 
You: I don't think so. If it were a real diamond, it would cost more than that. 
 
3a. Imagine you are talking to a doctor. [...] 
Doctor: Get some rest. Or do you want to have a nervous breakdown? 
You: You mean, unless I get some rest, I'll have a nervous breakdown?  
(O'Neill 1975a: 66-67) 
 
In these three exercises an explicit request is made to perform the activity orally, by 
using the word 'talking' and by asking the student to practise the grammatical pattern 
in this conversational situation. In these three activities the speaker-hearer situation 
is presented in a dialogue form, which also includes the spoken element.  
 
1b. You have to get to New York immediately. If you do, you'll get a very good 
job. [...] Say what will happen if you do these things. 
 
2b. You don't live in London but you want to. Think of all the things you have 
to do and which you'd be able to do if you did. 
Example: "If I lived in London, I'd have to travel in crowded buses, but I'd be 
able to see lots of plays." 
 
3b. You have a secretary. [...] You are talking to her. Make sentences like, 
"Unless you ..., I'll have to ..." 
 
4a. You are talking to Betty S, who wrote the second letter.  
Betty: Whenever I say something, my boy-friend's mother always disagrees.  
Now make more sentences with whenever/whatever/wherever. 
 
4b. For some strange reason, a detective has been following you. [...] 
You say: Whenever I turn around, he's always there. 
What else happens? For instance: [...] (O'Neill 1975a: 66-67) 
 
In 3b and in 4a the request to perform the activity orally is indicated by the instruction 
that the student is 'talking' to someone and has to perform this conversation. In 2b 
there is no clear instruction, however, the quotation marks indicate an oral practice. 
In 4b there is no direct request either, yet there is an indication with "you say". A 
similar instance can be found in 1b where the authors write "say what will happen 
[...]". Summing up, the whole grammar section consists of exercises that aim at oral 
practice and hence at oral proficiency, which means the correct pronunciation and 
fluent use of key grammatical patterns as well as the knowledge of sufficient 
vocabulary. (Richards & Rodgers 2001:58) 
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The 'intensive listening' part of the unit includes "(i) new vocabulary items; (ii) 
questions about the tape; (iii) summary; (iv) discussion material." (O'Neill 1975b: iv) 
The rationale of the teacher's book says that  
[t]his component provides examples of natural, unscripted speech. [...] The 
text is not given in the student's book [...] so that the emphasis will be, 
primarily at least, on actually listening to natural speech. Exposure to extended 
speech [...] also encourages discussion and other forms of 'free' language 
work. (O'Neill 1975b: iv) 
Hereby, the authors stress that listening to the sounds of the native language is 
important for the learning of spoken language and that this is the aim of this section. 
In unit 8 the students take notes when they listen to the tape. In exercise 1 
vocabulary are provided which are necessary to understand the dialogue. This shows 
that vocabulary is linked to the understanding of spoken language. In exercise 2 
students have to answer questions about the content of the interview. (O'Neill 1975a: 
68) With reference to this exercises, the teacher's book recommends that  
[t]he teacher plays the tape a second time. This time he either stops the tape 
at the point relevant to each question, or directs the class to tell him to stop the 
tape as soon as they hear the answer to each question. (O'Neill 1975b: iv) 
This implies that the activity is not thought to be a writing but a speaking activity. In 
exercise 3 they have to summarise the main points of the text using some short 
notes that are given and exercise 4 is a 'discussion (and/or extended writing)' activity. 
(O'Neill 1975a: 68) The teacher's book does not give explicit information on whether 
these exercises have to be performed orally, except for number 4. This is declared as 
an extended writing activity, but can as well be used as basis for a discussion in 
class. It becomes obvious that the exercises on the page mainly focus on the 
understanding and reproduction of natural spoken language, nevertheless, some 
writing is included as well.  
On the next page there are six more exercises. Exercises number 1 gives a summary 
of the dialogue on the tape, i.e. a reading exercise, which should provide the 
students with some information about the dialogue they are going to hear in the next 
section. (O'Neill 1975b: v) The reading exercise should be read aloud together with 
the students, by the teacher with books closed, or as a "silent reading presentation". 
(O'Neill 1975b: 7) The exercise aims at preparing the students for another listening 
comprehension. It can be transferred into a listening comprehension itself, when the 
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teacher reads it aloud. Hence there is an oral focus in this exercise. The next 
exercise is a vocabulary exercise, a question and answer task, as well as some 
intensive practice of patterns from the text. (O'Neill 1975b: v) The vocabulary 
exercise is integrated into a multiple choice exercise. Concerning the procedure the 
teacher's book indicates that the teacher can either ask the students "to look at the 
exercise and then call out the right answers" or the students can write down their 
answers and read them out afterwards. (O'Neill 1975b: 7) The question exercise 
should be done "with books open but given orally." (O'Neill 1975b: 7) Then there are 
three pattern practice exercises. The teacher's book does not give any information 
whether they have to be performed orally or in written form. Yet, exercise 4a has the 
following instruction which indicates that it is an oral exercise: 
4a. You go into a shop but you don't want a salesman to follow you around; 
you want to look. What do you say? (O'Neill 1975a: 69) 
One can see that that most of these exercises are either recommended to be done 
orally or they try to prepare students for the listening exercise on the next page. In 
summary, the demonstration and description of the exercises of the unit makes it 
clear that most of them are aimed at the development and practice of spoken 
language. This happens either through listening and thereby decoding the sounds 
and structures of the foreign language or through actively producing them. One can 
also observe that often in the beginning, the exercises are more controlled and with 
strict focus on pattern practice and then change towards a freer mode of 
performance, which aims at the development of oral fluency.  
Another component of the objective was the learning of pronunciation. It has to be 
pointed out, however, that real pronunciation and intonation activities rarely occur in 
the course book. In comparison to the emphasis which audiolingual theory puts on 
oral speech, the practice of this element of speech is certainly neglected in the 
course book.  
Realization of objective 2 
Second it will be shown how the objective 2, that reading and writing skills are 
dependent on prior oral skills is realized in the course book, which is of course partly 
overlapping with the analysis of the first objective above. As we have already seen 
above, the majority of exercises aim at the practice of oral language. Nevertheless, 
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there are reading and writing exercises too. In the 'intensive listening' section of unit 
8, there are four exercises. (O'Neill 1975a: 68) The first three deal with a dialogue in 
which a journalist is interviewed. There is a vocabulary section, an activity with 
comprehension questions and then a summary exercise. The last one is a discussion 
(and/or extended writing) exercise, which is thematically slightly related to the 
previous exercises. The learners have to describe "scenes from comedies that are 
funny only to the people who see the things happening but not to the people to whom 
they actually happen." (O'Neill 1975a: 68) Another writing exercise that is preceded 
by oral practice can be found in the 'grammar summary/revision' section of unit 8. 
(O'Neill 1975a: 71) The last two exercises are declared as "extended writing (and/or 
oral practice)" exercises. In the first one, the learners are invited to write a letter to an 
advice column, something which has been discussed a lot in the preceding exercises 
of the unit, especially in the 'intensive texts' section. In the second exercise the 
students should discuss two statements. Reading exercises can usually be found at 
the beginning of each unit, which may however also function as listening exercises, 
when they are read aloud by the teacher. (O'Neill 1975b: iii) A declared reading 
activity is offered in the 'story/dialogue' section of each unit. In this case the reading 
exercise prepares the students for the dialogue which follows in the next section. The 
sequence of presentation of oral, reading and writing activities, which is used in the 
course book, does not always go along with the audiolingual theory mentioned above 
as the reading exercises in the book are not always preceded by oral practice.  
All in all, one can see that writing exercises are placed at the end of a section and 
mainly focus on topics, lexical items or patterns which the students have already 
been made familiar with in the preceding part of the unit. The placement of reading 
exercises is not always in accordance with the theoretical principles, as sometimes 
they are preceded by oral practice but sometimes they are not. One example where 
reading precedes speaking can be found in unit 8. This unit starts with a section on 
advice columns of a women's magazine in which the students have to read two 
letters of advice. This is followed by oral question-and-answer exercises. (O'Neill 
1975a: 64-65) 
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Realization of objective 3 
Finally, there will be an examination of the implementation of objective 3, namely if 
the book aims at the development of the ability of correctly using and decoding 
phonological patterns and at the knowledge of key grammatical rules as well as of 
sufficient vocabulary. This will be done by making references to the exercises which 
have already been depicted above. From the previous demonstrations, it became 
clear that the focus of the course book is on the practice of speaking skills. Since the 
majority of exercises aim at a spoken performance, and as there is a lot of listening 
material (e.g. dialogues, texts that are recommended to be read aloud by the 
teacher) the perception and production of phonological features as well as structural 
features is stressed. The course book includes numerous pattern practice exercises 
which focus on the practice of grammatical patterns or the use of lexical items. This 
shows that the authors have at least tried to design the book so that the learners will 
later be fluent in using grammatical structures and vocabulary that belong into the 
context of the topics presented in the book. Whether fluency can be achieved at the 
end of the course cannot be examined in the context of this thesis.  
 
4.2.2. The syllabus 
It has already been mentioned that audiolingualism was linguistically influenced by 
structuralism. This is why the basis of the audiolingual syllabus is a linguistic 
syllabus. It contains "the key items of phonology, morphology, and syntax of the 
language [...]." (Richards & Rodgers 2001: 59). Contrastive analysis is used to 
specify the differences between the foreign and the native language. It is important to 
spot the main difficulties which the learners will have when they learn the language. 
Moreover, a list of lexical items is defined, which contains vocabularies that should 
be acquired during the course. (Richards & Rodgers 2001: 59) 
In audiolingualism there is a typical order in which the four language skills have to be 
taught. When announcing the linguistic principles on which audiolingualism should be 
based (see chapter 4.1.1), Moulton (1963: 86) declares that learners have to be 
taught to speak a foreign language first and reading should be taught later. He points 
out that speech is primary and writing is secondary. Brooks (1964: 50) writes that  
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[t]he learner's activities must at first be confined to the audio-lingual and the 
gestural-visual bands of language behavior; only later will he become active in 
the graphic-material band.  
Furthermore, Brooks (1964: 50) points out that the focus lies on the achievement of 
accuracy before the learners aim to achieve fluency. Richards and Rodgers (2001: 
59) conclude that the order in which the language skills have to be taught is 
"listening, speaking, reading, and writing" which is for example also mentioned in 
Rivers (1968: 38).  
The course book is arranged according to linguistic structures, which reflects the 
audiolinguistic theory. The question if the four skills are taught in the order of 
listening, speaking, reading, and writing, has already been analysed in chapter 4.2.1 
by examining the realization of objective 2 (see page 35). The result shows that this 
order is not always maintained. Consequently, the syllabus design in the course book 
only partly follows the audiolingual theory. 
 
4.2.3. Types of learning and teaching activities 
In audiolingualism language is mainly taught through drills and dialogues. Of course 
there exist more types of activities such as question-and-answer procedures (Rivers 
1964: 61) or listening comprehension (Rivers 1964: 12). As it would go beyond the 
scope of this thesis to not all of them will be explored in detail. The discussion 
focuses on the two most common types, namely dialogue and drill.  
According to Richards and Rodgers (2001:59) dialogues are used for a number of 
purposes. They provide a good context for the grammatical patterns which have to 
be learned or for any kind of cultural elements that should be taught. Furthermore, 
they serve for memorization and repetition. It is often the case that a dialogue is 
followed by a drill or pattern practice exercise in which the grammatical patterns, 
which were first presented in the dialogue, are practised in a quite structured and 
controlled way. In the dialogue the emphasis is on "correct pronunciation, stress, 
rhythm, and intonation". (Richards & Rodgers 2001: 59) Brooks lists several reasons 
for the use of dialogues in the language teaching context. First, he states that "[i]t 
involves a natural and exclusive use of the audio-lingual skills." Second, it makes the 
students familiar with all the sound systems as they all appear regularly in a dialogue. 
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Another advantage is that sentences and words are presented in context and 
therefore carry meaning. As dialogues reflect a communication situation, students 
are confronted with and learn the use of the first person singular which is crucial in 
everyday communication. Moreover, if created appealingly, the materials may also 
evoke the personal interest of the learner. This may lead to the fact that learners use 
utterances they have learned also outside of the language class. (Brooks 1964: 145) 
The way to get from the practising of dialogues to free discussion is marked by 
several intermediate steps. One is called dialogue adaptation. The expressions that 
occur in the dialogue are personalized by relating them to the person of the learner. 
The re-entry is another intermediate step in which elements of previously learned 
dialogues are combined to create a new one. Dialogue learning can also be 
supported by tapes or other work in the language laboratory. Another method of 
dialogue learning is choral response. (Brooks 1964: 145-146)  
In the audiolingual course book dialogues are used very often and for different 
purposes. In general there are two sections per unit that include a model dialogue. 
The section 'intensive listening' uses a dialogue as listening comprehension, which 
serves as a basis for some further exercises. The 'story/dialogue' part prepares the 
students for the dialogue that follows in the next section, which is named 
'dialogue/practice'. This component focuses on the dialogue itself and includes 
activities that work with it and its structural or lexical elements. (O'Neill 1975b: v) 
There are model dialogues which, in most of the cases, are followed by a drill 
exercise or question and answer exercise. The 'dialogue/practice' section of unit 6 
serves as an example. The dialogue is presented in the following way: 
First listen to the dialogue and then use this skeleton to reproduce what David 
says. 
David has just phoned the EBC. 
OPERATOR: Good morning. EBC. 
DAVID:  .... Robert Wilson .... 
OPERATOR: One moment. I'll put you through. 
DAVID: ..... My name ..... I'd ..... 
[...] (O'Neill 1975a: 30) 
 
There is the instruction that the students have to listen to the dialogue first. The 
teacher's book recommends that "[t]he class looks at the skeleton while the dialogue 
is either played to them on the tape or is read to them by the teacher." (O'Neill 1975b: 
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v) They have to reproduce the missing lines of the dialogue. For this purpose the 
teacher has to divide the text into different chunks so that the students will be able to 
follow and will not be overstrained. (O'Neill 1975b: v) The dialogue is followed by 
intensive language practice exercises.  
2a is a pattern practice exercise that focuses on intonation. It also uses the format of 
a dialogue. 
2a. Answer as David does here, with 'No, I'm afraid ....' use the same 
intonation! 
OPERATOR: Do you know the extension? 
DAVID: No, I'm afraid I don't.  
1 Can you phone later? 
2 Do you understand everything? 
3 Is my voice clear? 
[...] (O'Neill 1975a: 30) 
 
The second exercise is a pattern practice exercise as well, which focuses on the 
practice of the use of so and neither. Again the format of a dialogue is used. 
2b. Notice the use of so and neither here. 
DAVID: I phoned a moment ago. 
WILSON: So did I! 
DAVID: I didn't get the right number. 
WILSON: Neither did I! 
Now answer as Wilson did. 
1 I got the wrong number. 
2 I didn't get the right number. 
[...] (O'Neill 1975a: 30) 
 
The third follow-up exercise is a variant of a re-entry exercise, as described above, in 
which some elements of the preceding dialogue were taken to create a new one. Yet, 
there is only one dialogue where these parts are taken from and the students might 
also add some new elements.  
3. Transfer 
Wilson and David are on the phone. They want to meet for lunch. They can't 
find a convenient time and the line is poor. They can't understand each other. 
They both say, 'I'm afraid I can't/it isn't etc.' And 'Neither/So ....'. Imagine parts 
of the dialogue. (O'Neill 1975a: 30) 
 
One can see that the use of dialogue follows the theory on the use of dialogue in 
audiolingualism: The dialogue is presented in spoken form and is followed by pattern 
practice exercises and finally a re-entry exercise. The instruction that the dialogue is 
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modelled by the teacher or by native speakers (recorded on tape) and the fact that it 
is followed by an intonation exercise shows that there is a certain focus on correct 
spoken language. The dialogue is about making a call in a company, which includes 
a lot of phrases and conventions that are usually used in such a situation. These 
might be interpreted as cultural conventions that are integrated in the dialogue. The 
grammatical pattern (tag answers) is presented in context and is practised in the 
follow up exercises. Additionally, a lot of exercises use the format of a dialogue as a 
frame for practising a certain pattern. This can be observed in exercises 2a and 2b, 
which were illustrated above. 
There are a large number of pattern practice and drill exercises. Before they will be 
listed, defined and supported with examples, some explanation on the terms pattern 
practice, drill, pattern generalization and analogy will be provided. Brooks (1964: 275) 
defines the term pattern practice as follows: 
The term pattern practice refers to the learning of language structure through 
the repetition of utterances in which the patterns (of sound, order, form, and 
choice) either are identical or have only small and consistent differences. It 
makes the explanation of grammar largely unnecessary and encourages the 
function of analogy. 
The description indicates that pattern practice is linked to learning by analogy. In his 
definition of pattern practice Mackey adds that it might consist of unrelated sentences 
or "material from a story or dialogue." (1965: 268) Pattern practice is also sometimes 
referred to as structure drill. It is not an exercise type that claims to aim at 
communication. Rather, the aim is to practise a pattern so extensively that it finally 
becomes automatic (Brooks 1964: 146). The assumption behind it is that the patterns 
have to be automated to a certain degree so that the learner is able to use them in 
real communication. (Brooks 1964: 154) Pattern practice can be used for teaching 
spoken as well as written language and it has been a significant technique for 
language teaching for a long time. Gouin (1892 referred to in Brooks 1964: 152) 
already made use of pattern practice exercises in his series. Brooks claims that the 
popularity of pattern practice is linked to the reevaluation of analysis and analogy. 
Analysis has been a very common tool in foreign language learning and teaching for 
a long time. However, the use of analogy, which he defines as "hidden sameness", is 
considered important too. He justifies this with the explanation that young children 
learn their mother tongue mainly with the use of analogy. (Brooks 1964: 152) The 
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learner is confronted with utterances which are identical or show only a minimal 
change, which is supposed to help him to reach an awareness of what is constant 
and what varies. The verbalization of the rule behind something may be helpful but 
may also be disadvantageous. (Brooks 1964: 153) Pattern generalization is another 
related term, which Brooks describes as  
the companion of pattern practice [...] – a rule, simply stated, that summarizes 
for the learner in language understandable by him the shapes and changes in 
sound, form, or order that he has been led to follow repeatedly through his 
own performance in the new language. (Brooks 1964: 153) 
Pattern generalization is linked to grammar learning. Brooks (1964: 154) writes that a 
long period of practice of the structure should be provided before the grammatical 
rule is explained to the learner.  
There are many types of pattern practice exercise. They all have in common that 
they include utterances which could be part of interpersonal exchange. They involve 
segments that change in a systematic way. Pattern practice exercises may focus on 
the practice of elements of the sound-system, of changes in form, in word order, or 
patterns of agreement. (Brooks 1964: 155-156) Brooks (1964: 156-161) and Mackey 
(1965: 268-272) have both described a long list of types of exercises. Their 
descriptions of the exercises are detailed and were highly influential at the time. This 
is why their list of pattern practice exercises will be presented and will be used for the 
analysis of the audiolingual course book. They are described above and will be 
supported with examples from the course book wherever possible. 
Repetition: The student listens to a short utterance and has to repeat it immediately. 
Attention is paid to form and order. After s/he has repeated it again, s/he may add 
more words and repeat the whole phrase. (Brooks 1964: 156-157) This type of 
pattern practice exercise can also be referred to as "addition". (Mackey 1965: 268) 
Inflection: A phrase has to be repeated with slight changes to one or more words. 
E.g. I bought the house. I bought the houses. (Brooks 1964: 157) 
Replacement: A word in a phrase has to be replaced by another word. It might be 
the same word that has to be replaced or all of the elements have to be changed. 
This type is often found in combination with inflection. E.g. Mary drops her glove. - 
She dropped her glove. (Brooks 1964: 157; Mackey 1965: 269) 
  43 
 
Restatement: The learner has to use the content of a phrase but, following the 
instruction, rephrases it by transforming it into a statement or question. (Brooks 1964: 
158; Mackey 1965: 272) 
An example of restatement in the course book:  
2c. Linda asks:  
'I don't suppose you know how much it is?' 
You are Linda. Use the same pattern to ask:  
1 what size the coat is 
2 what it's made of [...] (O'Neill 1975a: 70) 
 
Completion: The learner has to insert a missing word into a phrase by repeating it in 
its completed form. (Brooks 1964: 158) 
An example of a completion exercise can be found in unit 2. However, it does not 
completely follow this definition, as there is more than one word that has to be added.  
4 Practice 
What are the missing words or phrases? 
1 National papers may .... of eight million readers. 
2 National papers .... the whole country. 
[...] (O'Neill 1975a: 20) 
 
Transposition: In a transposition exercise "[a] change in word order is necessary 
when a word is added". Brooks (1964:159) 
Expansion: A sentence is presented and an additional word is provided in brackets. 
The word has to be inserted at the correct position in the sequence of the phrase. 
(Brooks 1964:159) Mackey refers to this activity as "inclusion". (Mackey 1965: 269) 
Contraction: The text or recording gives the longer form, instructing the learner to 
contract it. (Mackey 1965: 271) 
Transformation: A sentence is provided and has to be transformed by making 
"changes in tense, mood, voice, aspect, or modality", which turns it into a negation or 
question. (Brooks 1964:159) 
Integration: The learner has to integrate two separate phrases into one, which might 
include several changes. (Brooks 1964:159; Mackey 1965: 270)  
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An example of this type of pattern practice can be found in a grammar exercise in 
unit 8. There are two different sentences that have to be combined by using the word 
unless:  
3a. Imagine you are talking to a doctor. Note the affirmative verb after unless. 
DOCTOR: Get some rest. Or do you want to have a nervous breakdown? 
YOU: You mean, unless I get some rest, I'll have a nervous breakdown? 
 
1 Find another job. Or do you want to have a heart attack? 
2 Take these tablets. Or do you want to fall ill? 
[...] (O'Neill 1975a: 67) 
 
Rejoinder: The student has to respond to a given phrase. S/he is instructed in what 
way s/he shall respond (e.g. be polite, agree, etc). (Brooks 1964: 160) 
Restoration: A sentence is broken down into its basic components. Therefore the 
learner has a sequence of words which s/he has to put together correctly into a 
meaningful sentence. Additionally it is indicated in which tense s/he has to put the 
sentence. (Brooks 1964: 161) 
An example of restoration can be found in exercise 3 in unit 8:  
3.Summary  
Use these short notes to summarise the main points. 
1 Alice Morre/ the column ten years ago. 
2 called 'Dear Aunt Margaret' then because 
3 Aunt Margaret/ much older [...] (O'Neill 1975a: 68)  
 
Conversion: In a conversion activity, the learner has to change sentences according 
to a given pattern. (Mackey 1965: 270) 
A conversion exercise can be found in the grammar exposition and exercise part in 
unit 2. The forms that are given are the past tense sentences and the pattern 
according to which they have to be changed is the present tense continuous or 
simple. 
2a. Basic situation 
Linda and Wilson are talking. He is interviewing her. The interview is described 
in the past. Describe in the present. It is going on now. Notice that some verbs 
do not take the continuous. Transform like this. 
Linda sat in a chair. 
Linda is sitting in a chair.  
Wilson needed another reporter. 
Wilson needs another reporter. 
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1 Linda looked for a job. 
2 She wanted one with the EBC. 
[...] (O'Neill 1975a: 19) 
 
A critical remark has to be made concerning these different types of pattern practice 
exercises. This result is based on a detailed analysis of two units (unit 2 and unit 8) 
of the book which have been selected randomly and a rough analysis of the rest of 
the units. The exercises in the book do not make use of many of these types but 
focus only on a few. Most of the exercises in the book are conversion exercises, 
restatement or integration exercises. Some examples of restoration, transformation 
or completion exercises can be found as well.  
 
4.2.4. Learner and teacher roles 
The role of the learner in audiolingualism is highly influenced by the theory of 
behaviourism and is a reactive and rather passive one. Learners are seen as 
organisms that can be trained with certain techniques to produce accurate 
responses. Learners are supposed to respond to stimuli and their control over 
content, pace and style of learning is limited. Initiation of interaction is not desired as 
this could result in making mistakes. (Richards & Rodgers 2001: 62) 
In contrast to the learners, the teachers have a very central and active role in 
audiolingual language teaching. Audiolingualism is a teacher-dominated method. The 
teacher has a number of tasks: s/he  
models the target language, controls the direction and pace of learning, and 
monitors and corrects the learners' performance. [He] must keep the learners 
attentive by varying drills and tasks and choosing relevant situations to practice 
structures. (Richards & Rodgers 2001: 62-63) 
 
A central role plays the active verbal interaction between the teacher and the 
students. Through this interaction successful language learning can take place. 
(Richards & Rodgers 2001: 63) Brooks lists a number of elements which a teacher's 
training should contain. Teachers have to know how to teach the skills in the order of 
hearing, speaking, reading, and writing, how and when to use the native language in 
the classroom. They have to be able to model different types of language behaviour. 
They have to know how to "[t]each spoken language in dialogue form", how to 
"[d]irect choral response by all or parts of the class", how to "[t]each the use of 
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structure through pattern practice", how to "[g]uide the student in choosing and 
learning vocabulary", how to "[s]how how words relate to meaning in the target 
language", how to "[g]et the individual student to talk". Furthermore, teachers have to 
be trained how to "[r]eward trials by the student in such a way that learning is 
reinforced", how to "[t]each a short story and other literary forms", how to "[e]stablish 
and maintain a cultural island", and finally how to "[f]ormalize on the first day the rules 
according to which the language class is to be conducted, and enforce them." 
(Brooks 1963: 143)  
In the course book, there are no specific comments on the roles of the learners or 
teachers. In general we find a very detailed instruction in the teacher's book on how 
the teacher has to prepare and introduce the activities which are included in the 
book. Consequently, the learners do not seem to have a lot of possibilities to bring in 
their own thoughts, needs or ideas. In the majority of the exercises in the book, the 
learners get a very exact and rigid instruction of what they have to do. In some 
exercises it is not even necessary to understand the content of the sentences which 
they have to transform. This is especially the case in drill exercises, which focus 
more on the form than on the meaning of a sentence. This is for example the case in 
the exercise 3a in unit 8 (O'Neill 1975a: 67), which has already been depicted in the 
section 'types of learning and teaching activities'. In a lot of exercises the teacher is 
very dominant and asks the students questions which require very specific and 
predetermined questions. This is for example demonstrated in the instructions for text 
1 in unit 1 in the teacher's book which says 
Elicit questions and answers, like this: 
T: Ask questions about what you have just heard. Get answers, too! 
T: Those people are going somewhere; ask where! 
S1: Where are those people going? 
S2: (They're going) to work. 
 
Continue in the same way: 
1 Ask where they work. [...] (O'Neill 1975b: 2) 
 
Only in some exercises, is there not such high control of the stimulus material as it is 
in pattern practice exercises. This is the case in the so called 'discussion' activities, 
which occur in some units, such as in exercise 4a of unit 11:  
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Discussion (and/or extended writing) 
4a Describe an advertisement that tries to persuade people to buy something 
by saying a famous person uses it.  
Then say whether you would buy the product yourself simply because of the 
advert. Give reasons. (O'Neill 1975a: 92) 
 
Nevertheless, there are very few activities of this format in the course book. All these 
findings lead to the conclusion that the role of the students is a passive one, as it was 
explained in audiolingual theory before.  
These insights also imply that the role of the teacher must be more active, which is 
supported by the detailed instructions in the teacher's book to each of the activities. If 
the reading exercises are not presented on tape it is often the teacher who has to 
model the language, i.e. who has to read out the text or dialogue. As regards the 
general description of the 'dialogue/practice section', the teacher's book writes: 
The class looks at the skeleton while the dialogue is either played to them on the 
tape or is read to them by the teacher. [...]Then the teacher either plays or reads 
the part given in full in the skeleton. (O'Neill 1975b: v) 
The detailed instructions in the teacher's book, as explained before imply that the 
teacher controls the direction and pace of learning, which is one of theoretical 
assumptions mentioned by Richards and Rodgers before.  
In general the analysis supports the theoretical assumption that the role of the 
learners in audiolingualism is rather passive whereas the teacher adopts a leading 
and active role.  
 
4.2.5. The role of instructional material 
This section deals with two central elements regarding instructional material in 
audiolingualism, namely the detailed outline of the contents of textbooks for teachers 
and the language laboratory. 
On materials in audiolingualism Brooks (1964: 150) writes, that they must offer a 
number of contents. Dialogues and pattern practices must be included as well as 
material that provides for the learning of reading and writing. They have to offer 
exercises for the learning of structure and vocabulary, and materials have to account 
for "the development of cultural insights and literary appreciation through passages of 
writing." (Brooks 1964: 150) Brooks also emphasises that materials should include 
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tapes with transcripts as well as additional practice for the language laboratory which 
supports the material which is done in class.  
The instructional materials are teacher-oriented and primarily designed to provide 
teachers with a precise and detailed outline of the contents that they have to teach 
and how they should teach them. With beginners, a course book is sometimes not 
used at all, as the oral input is considered more important and necessary. However, 
the teacher usually has a course book at his disposal, in which s/he finds "the 
structured sequence of lessons to be followed and the dialogues, drills, and other 
practice activities." (Richards & Rodgers 2001: 63) The course books provide the 
students with texts of dialogues and exercises. 
As regards the instructions and outline of the course book, the book offers a detailed 
outline of the course and its contents as well as detailed instructions on how to 
perform the exercises. The teacher's book provides a detailed introductory 
description of each of the six components each unit consists of which includes a 
description of the component, information on the presentation and exploitation and a 
rationale. (O'Neill 1975b: iii-v) Then there is information on the exercises of each unit 
and how the teacher should present them. In units 1 and 2 there is one page in the 
teacher's book covering one page of the student's book. From unit 3 onwards, half a 
page in the teacher's book is dedicated to one page in the student's book. (O'Neill 
1975b: 1) A closer look at these pages of unit 1 shows that they cover instructions on 
the presentation and exploitation, notes on exercises, recommendations for 
homework, general remarks on the section and detailed description of how each of 
the exercises should be conducted. If required, also the answers/solutions of the 
exercises are provided. To give an example of the detailed information in the 
teacher's book, the instructions for text 1 of the 'intensive texts' of unit 1 are 
illustrated: 
Presentation and exploitation 
Text 1  
Before you present the text, let the class look at the picture. Ask questions 
like:  
1 Are scenes like this common? 
2 Is the traffic moving? [...] 
 
Then read the text aloud. 
Elicit questions and answers, like this: 
  49 
 
T: Ask questions about what you have just heard. Get answers, too! 
T: Those people are going somewhere; ask where! 
S1: Where are those people going? 
S2: (They're going) to work. 
 
Continue the same way:  
1 Ask what they work. [...] 
 
Now use the interview situation indicated in the text (where a reporter is 
interviewing some of the drivers). Let the class study the prompts first. Various 
students can be called upon to take the role of the interviewer at different 
times. The interviewee can also change. (O'Neill 1975b: 2) 
 
Other central elements of the audiolingual language course, described in the 
literature, are recorders and audiovisual equipment. The reason for that is the focus 
on oral speech of the method. For example dialogues are often presented on tape. 
Consequently, the students get a good model for their pronunciation. Very often one 
also finds follow-up fluency, grammar or pronunciation drills. Learners are usually 
supposed to get some extra practice (e.g. more drills) in a language laboratory. The 
intention behind it is to provide more practice of basic structures in a controlled way 
in order to prevent the occurrence of errors. (Richards & Rodgers 2001: 64) 
Language laboratories were first used in foreign language teaching in the 1960s. It 
consists of a central control position which is connected with a number of student 
positions. Every learner uses a headphone with an integrated microphone, over 
which they receive the audio material. The audio-active microphone also allows the 
students to directly hear their own voice over the headphone. The usual material 
used in language laboratories in the 1970s were pre-recorded audio-tapes. From the 
console, the teacher has the possibility to listen and speak to single students over the 
headset. (Byram 2004: 333) In contrast to the usage of listening material as input for 
spoken language, the popularity of the listening comprehension as a skill itself grew 
in the 1970s. The laboratory functioned as a possibility for the learners to work at 
their own pace. They could listen to audio-passages and answer comprehension 
questions on a sheet. (Byram 2004: 334)  
The realization of this theory in the audiolingual course book will now be examined. 
Additional material in form of tapes and language laboratory practice is provided. The 
teacher's book lists the components of the 'Kernel Lessons Plus programme': In 
  50 
 
addition to the teacher's book, the student's book, a tapescript and test books, it 
consists of one set of tapes on which all dialogues and intensive listening interviews 
are recorded. Moreover, there is another set of tapes which provides "fifteen units of 
language laboratory material, recorded in three-phase drills." This material follows 
the procedure of the book but uses different situations and characters in order to 
provide an additional challenge. (O'Neill 1975b: vi)  
 
4.3. PROCEDURE 
Richards and Rodgers (2001: 64) list the following teaching procedures, which are 
linked to the basic theoretical assumptions of that approach. There is an emphasis 
on oral instruction, and on immediate as well as accurate speech. Grammatical 
explanations are only dealt with peripherally. The use of the foreign language is 
encouraged whereas the use of the mother tongue is avoided wherever possible. In 
an ideal classroom there are ten or fewer learners, however this is rarely feasible.  
Brooks (1964: 142) provides a more detailed list of teaching procedures which should 
be used in the audiolingual class. These procedures will be accompanied by 
examples of the audiolingual course book wherever possible. However, not all of 
them are made use of in the book and some of them cannot be demonstrated by 
giving examples from the course book. First, Brooks writes that everything should be 
modelled by the teacher. (Brooks 1964: 142) In the audiolingual course book this is 
usually the case. In the general description of the intensive texts section in the 
teacher's book, the authors write: "The teacher reads each text aloud or asks the 
class (occasionally) to read it silently." (O'Neill 1975b: iii) In the 'intensive listening' 
section and in the 'dialogue/practice' section, the dialogue is either played on tape or 
read aloud by the teacher. (O'Neill 1975b: iv-v) Nevertheless, the listening 
comprehensions are all presented on tape, which is why this form of presentation 
might occur more often in the language class.  
Second, Brooks (1964: 142) points out that the use of the foreign language is 
encouraged and the use of the mother tongue is discouraged. The teacher's book 
does not explicitly state that the learners should not use their mother tongue in class. 
Yet, the whole student's book is written in the target language, i.e. in English, and 
even vocabulary is never translated but explained in the second language. For 
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example the word 'circulate' is explained as "is bought and read." (O'Neill 1975a: 20) 
The teacher's book is also completely written in English. From these indications it 
becomes clear that the whole lesson is thought to be held in the foreign language 
only.  
Third, Brooks mentions that oral and listening skills should be practised at an early 
level without the additional use of any written material. Sounds should be learned 
properly and then graphic symbols should be gradually replaced by them. (Brooks 
1964: 142) Structures should be learned through "the practice of patterns of sound, 
order, and form, rather than by explanation". Students have to be made familiar with 
certain structures before they are given a summary of the main principles of that 
structure. (Brooks 1964: 142) This principle has already been discussed in a previous 
section which dealt with the teaching of grammar. It was illustrated that grammar was 
taught inductively, which means that the pattern is presented in context first. This is 
followed by extensive practice, and the explanation of grammatical rules is provided 
at the end of the process.  
Another element of procedure, stated by Brooks, is that an utterance should be 
approved or corrected as soon as possible, yet without interrupting the response in 
order to enhance the factor of reinforcement. (Brooks 1964: 142) Moreover, 
vocabulary should only be studied in context and should be minimized "until common 
structures have been learned." (Brooks 1964: 142)  
A close look at the vocabulary teaching sections of the course book shows that 
vocabulary is always presented in context. New vocabulary is integrated in one of the 
texts and afterwards single new words are explained in English. An example of this 
can be found in the 'intensive listening' section of unit 3. The students listen to a 
taped dialogue. A short text which briefly summarizes the dialogue is provided in the 
student's book. Then a number of words which have been used in the text are 
explained below. For example the word 'markings' occurs in the following sentence of 
the text: "Later an American named Lowell studied these markings." Then we find the 
explanation of that term below: "markings: lines, marks, etc, which may or may not be 
man-made." (O'Neill 1975a: 28). New vocabulary is always presented in this form: a 
spoken dialogue (linked to the topic of the unit), in which the new words occur, is 
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followed by a paragraph in which these words are circumscribed in the foreign 
language. Sometimes whole phrases are included as well, as for example in unit 10:  
Vocabulary 
Come before: a criminal who comes before a judge is dealt with by that judge. 
He had only just come out of prison: he had come out of prison only a short 
time ago. [...] (O'Neill 1975a: 84) 
 
Furthermore, Brooks (1964: 142) states that there should be "sustained practice in 
the use of the language only in the molecular form of speaker-hearer situation." Most 
of the exercises in the book are in the form of a speaker-hearer-situation. We either 
find it in the taped dialogues, in examples of the exercises and most of the exercises 
have to be performed as question and answer exercises. Since examples of this 
have already been discussed in a similar context on the previous pages, this matter 
will not be dealt with in more detail. Finally, Brooks writes that translation should only 
be practised "as a literary exercise at an advanced level [...]." (Brooks 1964: 142) 
There are no translation exercises in the audiolingual course book. This goes along 
with the theory, as it is a book for learners in their third or fourth year of English 
study, which does not fall into the category of advanced level.  
 
4.4. CONCLUDING REMARKS 
The analysis of the audiolingual course book showed that the theoretical tenets of the 
approach are realized very well. This is especially the case as regards the roles of 
teachers and learners and the role of instructional material. It becomes very evident 
that the focus of the book is on spoken language, which goes along with the 
objectives of the audiolingual approach. One of the most striking features is that 
there is a huge emphasis on dialogues and exercises done in a question-and-answer 
format, which also demonstrates the focus on spoken language. However, a few 
critical remarks have to be made as well. There are some theoretical aspects which 
have not been implemented so well, such as the variety of pattern practice activities, 
which was rather limited and the objectives of audiolingualism were not always met. 
For example reading sometimes precedes spoken language. Another neglected 
aspect is the practice of pronunciation and the missing integration of the language 
into cultural context.  
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5. COMMUNICATIVE LANGUAGE TEACHING 
 
This chapter analyses the different aspects of the communicative method of 
language teaching, following the model of Richards and Rodgers (2001). The 
elements of approach, design, and procedure will be explored and will, wherever 
possible, be supported with examples from a communicative course book published 
in 2009. Yet, it has to be considered that only a small sample of exercises can be 
referred to in this analysis, since a complete and detailed analysis is not the major 
aim of this thesis. The exercises which are used in this chapter can be found in 
appendix E and F; material of the teacher's book in appendix D. The main objective 
is to find out which theoretical elements of CLT are implemented in the book. These 
findings will be supported with some evidence. Another aim is to collect sufficient 
information so that in the next chapter of the thesis a meaningful comparison with 
audiolingualism will be possible. 
It has to be mentioned, that this chapter will only offer a restricted insight into CLT 
theory, as the works and research on CLT is a huge area with many different facets. 
It would go beyond the scope of this thesis to investigate each of them in detail. 
However, a good overview about the most influential authors and a brief introduction 
into their theories will be provided.  
 
5.1. APPROACH 
Chapter 2.5. offered a general description of the historic circumstances and the 
conditions that led to the development of CLT. It also provided a global depiction of 
CLT and some of its basic principles. This section will give some more detailed 
information on the authors and theories that shaped CLT and will subsequently 
discuss the main principles and characteristics of the method, that evolved from 
these theories. The theoretical outline will be supplemented by the results of the 
course book analysis. 
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5.1.1. Theory of language 
The theory of language of CLT was influenced by the ideas and works of several 
important authors. Hymes, Halliday, Widdowson, Canale, Swain are only some of the 
most influential researchers that contributed to the development of a theoretical basis 
of CLT. The principle that connects all of them to CLT is the view of language as 
communication. (Richards & Rodgers 2001: 159-161) The following paragraph will 
describe in what way they shaped the fundamentals of this approach.  
Since the core idea of CLT is the view of language as communication, a central 
concept in CLT is communicative competence, a term coined by Hymes in 1972. 
(Richards & Rodgers 2001: 159) His definition of the term can be seen as a reaction 
to Chomsky's definition of competence which "simply means 'knowledge of the 
language system': grammatical knowledge in other words." (Hymes 1970 referred to 
in Brumfit & Johnson 1979: 13) In Hymes' opinion this definition was too narrow. He 
writes that the grammatical aspect is one element of competence but not the only 
one. Consequently, he broadened the definition and came up with four elements of 
communicative competence: (Hymes 1970 referred to in Brumfit & Johnson 1979: 
19) (1) "Whether (and to what degree) something is formally possible" (2) "Whether 
(and to what degree) something is feasible" (3) "Whether (and to what degree) 
something is appropriate" (4) "Whether (and to what degree) something is done". To 
sum them up, a competent speaker knows if what s/he says is structurally correct, if it 
is feasible, if it is appropriate in the actual context, and if its usage is accepted, i.e. 
may occur. (Brumfit & Johnson 1979: 14) 
One contribution of Canale and Swain to CLT theory was the redefinition of the term 
communicative competence. Their definition of the concept comprises three 
elements: (Canale & Swain 1980: 29-31) 
(1) 'Grammatical competence': This component includes "knowledge of lexical 
items and of rules of morphology, syntax, sentence-grammar semantics, and 
phonology." (Canale & Swain 1980: 29) 
(2) 'Sociolinguistic competence': This element consists of "sociocultural rules of 
use and rules of discourse". To be familiar with these rules helps with the 
interpretation of spoken messages concerning their social meaning. This is 
especially necessary when the literal meaning on the one hand and the 
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speaker's intention on the other hand is not sufficiently transparent. (Canale & 
Swain 1980: 30) 
(3) 'Strategic competence': This component comprises 
verbal and non-verbal communication strategies that may be called into 
action to compensate for breakdowns in communication due to 
performance variables or to insufficient competence. (Canale & Swain 
1980: 30) 
There are two types of communication strategies. One type is connected to 
grammatical competence, and the other type is linked to sociolinguistic 
competence. The application of these strategies is advantageous at the early 
level of the foreign language learning process. This implies that the need for 
these strategies varies according to age and the level of the foreign language. 
(Canale & Swain 1980: 30-31) 
Additionally, Canale and Swain (1980: 31) state that in each of these components 
there is a "subcomponent of probability rules of occurrence", which try to indicate the 
"redundancy aspect of language". (Spolsky 1968 quoted in Canale & Swain 1980: 
31) Finally, they point out that their theoretical framework has consequences on 
"syllabus design, teaching methodology, teacher training, and materials 
development." These aspects will be dealt with in another section. The model of 
communicative competence has been extended or changed by a number of authors 
such as Bachman (1991) or Celce-Murcia, Dörnyei, and Thurrell (1997). (Richards & 
Rodgers 2001: 160) These adaptations will not be discussed in this thesis. 
Another theory which has influenced CLT is Halliday's theory about 'language 
functions'. He proposes a theoretical framework for the development of a child's 
mother tongue. He states three developmental phases: 
Phase I, the child's initial functional-linguistic system; Phase II, the transition 
form this system to that of the adult language; Phase III, the learning of the 
adult language. (Halliday 1975: 6-7)  
He postulates six functions which allow an interpretation of the language of a child: 
(1) The "instrumental function" helps the child to express what s/he wants to have, 
i.e. material goods or services. (2) The "regulatory function" serves as a means for 
controlling the behaviour of another individual person. (3) The "interactional function" 
is the function that helps the child to interact with important people around him such 
  56 
 
as the parents. (4) The "personal function" means that the child uses language to 
convey his individuality and personality (e.g. personal feelings) in order to distinguish 
himself from his environment. (5) The "heuristic function": the child uses language in 
order to find out more about his environment. An important tool for this purpose is to 
ask questions. (6) The "imaginative function": the child uses language to create his 
own imaginative world, which develops towards the basis of creative writing or 
poetry. Afterwards, Halliday added also a seventh function, the "informative function", 
which is not so much connected to the language of a child but to the one of an adult, 
and therefore also relevant for the application to foreign language teaching. This 
function refers to the wish to communicate new information to someone else. 
(Halliday 1975: 17-21) The relation of Halliday's theoretical framework to foreign 
language teaching is the following: advocates of CLT had the idea that learning a 
foreign language means that a speaker is able to perform the different functions of 
language. (Richards & Rodgers 2001: 160) 
Widdowson is another author, whose theoretical views had a huge impact on CLT. In 
his book Teaching language as communication, his aim was to "clarify certain issues" 
concerning the implementation of the communicative approach in language teaching. 
(Widdowson 1984: ix) He is of the opinion that if communication is the major teaching 
aim, research should focus on the concept of communication as such and the 
general conditions of teaching. In order to achieve this, he explores the concept of 
discourse and the skills people need for discourse generation. (Widdowson 1984: ix) 
 
5.1.2. Theory of learning 
There is no specific theory of learning which is underlying CLT and not much can be 
found in the literature on this topic. The theoretical principles can only be discovered 
by analyzing CLT practices. This process reveals a number of principles; Richards & 
Rodgers (2001: 161) list three that can be deduced from such an analysis. First, 
there is the communication principle which says that "[a]ctivities that involve real 
communication promote learning." Second, there is the task principle which means 
that "[a]ctivities in which language is used for carrying out meaningful tasks promote 
learning." (Johnson 1983 referred to in Richards & Rodgers 2001: 161) The third 
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principle is called the meaningfulness principle. It signifies that language which "is 
meaningful to the learner supports the learning process."  
Other authors who discuss principles of CLT are for example Morrow and Johnson 
(1983: 59-66). They suggest a set of five principles, which focus on the methodology 
that should be used for the practising of communication.  
The first principle is "[k]now what you are doing". (Johnson & Morrow 1983: 60) This 
means that the focus of a lesson should be on performing some operation, so the 
students learn how to do something. After every lesson the learner should know that 
s/he learned something which s/he can use for real communication. This means that 
pattern drilling exercises can also contain a communicative aspect when it is stated 
why one is doing them and how they can be related to real communication situations. 
This understanding also applies to activities which are innately labelled as 
communicative such as role-play (this term will be explained in a later section). 
The second principle says "[t]he whole is more than the sum of the parts". (Johnson 
& Morrow 1983: 61) This principle is based on the fact that communication is a 
dynamic and developing phenomenon. This means that it is difficult to break it down 
into single components. Single components can be practised individually but 
communication is more than being able to use these elements in isolation. A CLT 
method has to operate "with stretches of language above the sentence level, and 
operates with real language in real situations." (Johnson & Morrow 1983: 61) 
Procedures that realize this principle can either be synthetic or analytic. In a synthetic 
procedure the students learn forms separately and afterwards they learn how to 
combine them. In an analytic procedure, complete interactions of texts are presented 
and then the focus is on how they were constructed. In CLT both procedures should 
be used.  
The third principle says that "[t]he processes are as important as the forms". 
(Johnson & Morrow 1983: 62) In order to prepare the learners for communication, 
they have to be taught the processes that are included in communication. The forms 
of the foreign language should be practised within a communicative framework. 
Johnson and Morrow (1983: 62- 63) list three processes, that make an activity more 
communicative. The first one is the information gap. The idea is that when two 
people talk to each other in real life, they do not know what the other one will tell 
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them. This information gap has to be bridged by communication. The authors 
emphasize that this gap does not always have to concern factual but could also be 
social. This means that speakers can also exchange information about their social 
relationship. For teaching purposes this implies that situations have to be created in 
which one student tells the other student something which s/he does not know. The 
authors claim that the information gap is one of the most fundamental concepts in 
CLT and should be considered in any exercise that engages the students in some 
kind of communication. The second important characteristic in communication is 
choice. In other words, speakers in real-life have the choice what they will say and 
how they will say it. For language teaching it implies that neither the language, nor 
the content of what one student will tell another one should be controlled. The third 
crucial process is called feedback. It is based on the idea that what a speaker says in 
a conversation depends on what s/he wants to achieve. Examples of these aims 
would be to invite someone or to complain to someone about something. A number 
of strategies and tactics are important to reach these aims, and should therefore be 
practised in the foreign language classroom.  
The fourth principle says that "[t]o learn it, do it". (Johnson & Morrow 1983: 63) It 
means that in some way the learner must be involved in everything that is taught in 
the foreign language class so that s/he can actually learn it. Furthermore, the person 
who is responsible for learning is not so much the teacher but the learner. Hence the 
implication for language teaching is that the teacher should be responsible for the 
organization of a good framework in which the practice of communication in the 
foreign language can take place.  
The fifth principle is called "[m]istakes are not always a mistake". On the one hand it 
is important to correct mistakes, as they might hinder communication. On the other 
hand, correcting mistakes can also lead to a total intimidation of the learner which will 
restrict his/her willingness to say something or to experiment with language. The 
authors stress that it is a difficult question how to treat mistakes in the foreign 
language classroom. One possible solution might be to be flexible and "treat different 
things as 'mistakes' at different stages in the learning process." (Johnson & Morrow 
1983: 65) 
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These principles are closely connected to the types of learning and teaching 
activities, which will be presented in a later section (see 5.2.3.). In order not to be 
repetitive, examples of the implementation of these theoretical aspects will be 
included in that section too.  
In addition to CLT principles, which have been discussed so far, there are a number 
of language learning processes which can be associated with CLT. One is proposed 
by Savignon (1983 referred to in Richards & Rodgers 2001: 161) who drew on 
second language acquisition as a source for information on learning theories. Based 
on her findings, she claims that linguistic, social, cognitive as well as individual 
variables influence language acquisition. Another theoretical construct of learning 
processes which is compatible with CLT is described in Krashen (1982: 10). He 
distinguishes between acquisition and learning, two different processes which 
contribute to the development of competence in a foreign language. Acquisition 
refers to a subconscious process which results in a subconscious gain of 
competence. It is similar to the way small children learn their mother tongue. 
Acquisition leads to the fact that people unconsciously acquire the rules of a 
language and therefore get a feeling for what is correct. Learning on the other hand 
refers to a conscious process. It means that we are conscious about the rules of 
language which implies that we can describe them and talk about them. In other 
words, it describes the conscious acquisition of knowledge about the language. 
Some theorists have claimed that children learn language through acquisition only 
and that adults have to rely on the process of learning to actually learn a new 
language. However, it seems to be the case that acquisition also plays a role in the 
foreign language learning process of adults, even though conscious learning is more 
dominant.  
An alternative learning theory is suggested by Littlewood (1984: 74), which is a skill-
learning model of learning. The name is derived from the fact that it views the use of 
language as a performance skill. It comprises a cognitive as well as a behavioural 
aspect. "The cognitive aspect involves the internalisation of plans for creating 
appropriate behaviour." (Littlewood 1984: 74) This includes the planning of 
grammatical rules, of procedures for vocabulary selection, as well as the knowledge 
of social conventions. The behavioural aspect is related to the "automation of these 
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plans so that they can be converted into fluent performance in real time." (Littlewood 
1984: 74) This behaviour has to be practised, which means that the students have to 
practise language actively so that they will be prepared for the conversion of plans 
into performance. In order to learn a communicative skill, the practising may at first 
focus on isolated parts of the communication process. This might help the learner not 
to get overloaded with too many demands of implementing too many things at the 
same time. (Littlewood 1984: 74)  
By way of comparing these two theories, in Littlewood's model communicative skills 
are developed though practice, whereas in Krashen's model language learning takes 
place through the communicative use of language. (Richards & Rodgers 2001: 162) 
In both theories communicative interaction plays a central role in the foreign 
language learning process which relates them to CLT, a method that primarily views 
language as communication. In general it is to say that CLT is an approach which is 
rather based on and inspired by a theory of language than on a theory of learning. 
(Johnson 1998: 69)  
 
5.2. DESIGN 
5.2.1. Objectives 
The formulation of objectives in CLT has remained very general. Piepho (1981: 8, 
quoted in Richards & Rodgers 2001: 162) lists the following levels of objectives which 
can be applied to any teaching situation: (1) "an integrative and content level" (2) "a 
linguistic and instrumental level" (3) "an affective level of interpersonal relationships 
and conduct"(4) "a level of individual learning needs" (5) "a general education level of 
extra-linguistic goals. The objectives on these levels can concern language as means 
of expression, as a semiotic system or language as an object of learning. Then they 
refer to language as a means for the expression of beliefs and judgements. On the 
4th and 5th levels, objectives refer to the learning process via the analysis of one's 
own mistakes, and to the learning process within the school curriculum.  
The reason why more specific objectives cannot be defined is because of the idea 
that language teaching has to take into account the individual needs of learners in 
the area of reading, writing, listening, and speaking. The objectives always reflect the 
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level of proficiency of the learners as well as the communicative needs they have. 
(Richards & Rodgers 2001: 163)  
 
5.2.2. The syllabus 
The syllabus of CLT is closely connected to the idea of the notional-functional 
syllabus. In the 1970s, the Council of Europe wanted to create a syllabus, which 
takes account of the communicative needs of the learners. Wilkins' research and the 
book he wrote on it (Notional Syllabuses), served as a basis for that. (Baker & Prys 
Jones 1998: 674) He was the first who developed a model of a notional syllabus and 
suggested three components of such a syllabus. First it consists of 'semantico-
grammatical categories' which include aspects such as time, point of time, duration, 
frequency, sequence and many more. Second there are 'categories of modal 
meaning' which contain elements such as modality, scale of certainty, scale of 
commitment, etc. Third he proposes 'categories of communicative function' which 
refer to what we do with language and include sub-categories such as judgement 
and evaluation, suasion, or argument. (Wilkins 1976: 21-54) Critics of this original 
model claimed that this syllabus is also a list (of notions and functions), just like the 
other syllabuses which were used before. It does not list communicative processes 
but only products. (Richards & Rodgers 2001: 163) 
Wilkins' syllabus was refined by the Council of Europe and the result was presented 
in Threshold Level English. A syllabus was developed, which contained  
descriptions of the objectives of foreign language courses for European adults, 
the situations in which they might typically need to use a foreign language [...], the 
topics they might need to talk about [...], the functions they needed language for 
[...], the notions made use of in communication [...] as well as the vocabulary and 
grammar needed. (Richards & Rodgers 2001: 163) 
The Threshold Level English (van Ek 1975) gives an overview about the language 
items that foreign language learner has to learn in order to possess a reasonable 
level of competence in this language.  
Over the time, several CLT syllabus models were developed. A summary of the 
major communicative syllabus types is provided in Yalden (1983, referred to in 
Richards & Rodgers 2001: 164). To give some examples: Brumfit (1980) proposes a 
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syllabus with a functional spiral around a structural core, Jupp and Hodlin (1975) 
suggest a functional syllabus, and Widdowson (1979) an interactional syllabus.  
There is still a lot of debate and discussion about syllabus theory and the various 
models that have been developed in CLT. Criticism was for example brought forward 
by Widdowson (1979: 254, referred to in Richards & Rodgers 2001: 163-164) who 
remarks that the description of semantic and pragmatic rules are incomplete and do 
not inform the learner about the procedures that speakers use when they are 
engaged in communication. Instead, there has to be a focus on discourse in order to 
teach the learner how to use language appropriately. Another criticism is stated in 
Wilkins (1981, referred to in Johnson 1998: 232), and concerns the "lack of 
generativity" of the notional functional syllabus. It points out the danger that the 
syllabus does not provide any genuine generative options for communication but just 
offers some list of phrases. 
The course book of Gerngross et al. is structured according to the objectives of 
GERS (= Gemeinsamer Europäischer Referenzrahmen für Sprachen), which aims at 
the development of communicative skills, intercultural competence as well as 
language learning strategies. (Gerngross et al. 2009c: 4) The structure of the units 
follows a syllabus which includes structures as well as notions and functions. For 
example in unit 1 the structures are 'present simple' and 'past simple', the notions are 
'musical styles, bands and music', and the functions are 'talking about the past', 
'giving an opinion' and 'talking about music'. (Gerngross et al. 2009c: 8) This model 
reflects the syllabus developed by the Council of Europe which was presented in 
Threshold level English. Each unit has a topic (e.g. "The greatest band ever" in unit 1 
(Gerngross et al. 2009c: 8), if offers several situations which are connected with the 
topic (e.g. talk to a friend about music, such as in activity 12 (Gerngross et al. 2009a: 
10), practice of functions and notions that are related to it are provided (e.g. 'musical 
styles' or 'giving an opinion' such as in activity 9 or 11. (Gerngross et al. 2009a: 10)) 
Furthermore, it offers vocabulary (e.g. in the 'word file' in the workbook (Gerngross et 
al. 2009b: 9) and grammar explanations and practice related to it (present simple, 
past simple (Gerngross et al. 2009a: 11); practice e.g. in exercise 11. (Gerngross et 
al. 2009b: 8)) 
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5.2.3. Types of learning and teaching activities 
There is a huge range of learning and teaching activities in CLT. This section will try 
to look at some general principles of these activities and will examine how they are 
realized in the units of the communicative course book. Different authors have 
formulated different theoretical concepts and different basic principles, and the most 
influential and widely accepted ones will be referred to in this chapter. The focus will 
be on general concepts and classifications of types of activities, and not on a 
classification into reading, speaking, writing and listening activities.  
 
5.2.3.1. Principles of communicative activities 
Johnson (1983: 163-175) describes "five principles in a 'communicative exercise' 
type".  
Information transfer principle 
The first one is called "information transfer principle" which aims at practising the 
"ability to understand and convey information content". (Johnson 1983: 164) This 
principle can be applied to reading or listening activities as well as to speaking and 
writing exercises. An example would be exercise 6 in unit 14 in the workbook. The 
instruction says that the students have to read a text about Botswana on page 108 in 
the student's book and then complete a fact file, which is given below. (Gerngross et 
al. 2009b: 88) The fact file consists of questions such as "Where is it?", "How big is 
it?", "How many people live there?" Thus, there is a need to understand the 
information given in the text, and filter out certain facts that they have to transform 
into the fact file.  
Information gap principle 
The second principle is the "information gap principle". (Johnson 1983: 166) The 
major characteristic is to create an information gap in order to enhance real 
communication, which can be realized in several ways. One possibility is to provide 
information to some learners which the others do not have. Another way is to allow 
the learner to have "some choice in what he says". (Johnson 1983: 151-152) The 
information gap is also mentioned by many other advocates of CLT such as Harmer 
(1993: 48) who points out that the information gap is linked to the communicative 
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purpose, the speaker in the real world usually has, and the fact that the listener 
wants to find out what this purpose is. Besides, he mentions that in order to enhance 
real communication it is important to create information gap situations in the 
classroom. Prabhu, being influenced by Johnson (1982) defines the information gap 
activity as an activity that  
involves a transfer of given information from one person to another – or from 
one form to another, or from one place to another – generally calling for the 
decoding or encoding of information from or into language. (Prabhu 1987: 46) 
According to Prabhu (1987: 46-47), the information gap activity is one of three types 
of meaning-focused activities, the other two types being the reasoning gap activity 
and the opinion gap activity. In a reasoning gap activity, new information has to be 
derived from given information, which happens "through processes of inference, 
deduction, practical reasoning, or a perception of relationships or patterns." (Prabhu 
1987: 46) In an opinion gap activity the learner has to identify and express "a 
personal preference, feeling, or attitude in response to a given situation." (Prabhu 
1987: 47)  
Examples of an information gap activity that provides information for some students 
which is withheld from others can hardly be found in the course book. One example 
would be exercise 13 in unit 7: 
13. Write a text about an object you like. Don't say what it is. Read out your 
text. The others guess what it is. [...] (Gerngross et al. 2009a: 57) 
Below some useful phrases are provided such as "I got it ... so I've had it for ...". A 
model text is provided as well, which should help the students when they write their 
text. Afterwards the other students have to guess the object, by asking a limited 
number of questions if they do not know it immediately. The teacher has to advise 
the learners not to make their description too easy. (Gerngross et al. 2009c: 35) In 
this case, the information gap is created by not letting the students share their 
information (the name of the object) with the others. An interaction between the 
students has to take place in order to get the information needed to solve the 
problem, i.e. finding the name of the object.  
Following the definition of Johnson, an example of an information gap activity where 
the information gap is created through the choice the student has in what s/he says 
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can be found in exercise 12 in unit 1. This exercise can also be classified as an 
opinion gap activity according to Prabhu's definition. 
Free flow     Talking about music 
a. Work in pairs. Ask and answer the questions in 10. 
b. In groups of four, talk about music you like/ don't like. Talk as long as you can. 
(Gerngross et al. 2009a: 10) 
 
The questions that have to be answered in a) are for example "What song do you like 
best?", "Do you like dancing?", or "Where do you get your music?". (Gerngross et al. 
2009a: 10) The teacher should point out to the students that they should also try to 
use some of the phrases presented in exercise 11. (e.g. "I download it.") (Gerngross 
et al. 2009c: 15) In a) and b) there is a given topic and in a) even particular answers. 
Although they are expected to use some of the phrases from a previous exercise, the 
students have a free choice of what they will answer. Here, the information gap is 
created by the fact that the students do not know what their colleagues' answers are.  
Information gap activities which include a gap as regards the choice of the content 
the speaker wants to express frequently occur in the course book. This principle is 
usually applied to the 'get talking' or 'free flow' activities in the book. In most cases 
there are suggestions of language items (e.g. phrases or words) the students can or 
should use when performing the task. One might interpret this as a restriction, which 
could distract the student to use more of his/her own language and knowledge. On 
the other hand it could be interpreted as some additional input which might help the 
student to broaden his/her language knowledge and help to improve his/her 
communicative abilities. One more aspect that characterises most of the information 
gap activities in the book is that they aim at practising spoken language. The 
application of the information gap principle to writing activities is certainly neglected 
in the book. In most of the activities it is not necessary to bridge the information gap 
to solve a task.  
Jigsaw principle 
Third, there is the "jigsaw principle". The term jigsaw was first mentioned in Geddes 
and Sturtridge (1979, referred to in Johnson 1983: 175) and was referred to in White 
(1981: 90). He writes that in this type of exercise, "information required for the 
completion of a target task is distributed among two or more sources". These sources 
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can be for example talks, dialogues or reading passages. The students have access 
to these sources, but each student or sub-group of students only gets one piece of 
information. Consequently, the students have to exchange their information in order 
to fill the information gaps. (White 1981: 90)  
The pieces of information the various students receive are closely connected, 
so the final result is truly a completed 'jig-saw'. (Johnson 1983: 175) 
A jig-saw activity might also include an information gap. No example of a jigsaw 
activity could be found in the course book.  
Task dependency principle 
The fourth principle is the "task dependency principle". The learner has to " 'utilise' 
information given in the course of the exercise". (Johnson 1983: 162) It is important 
for the teaching of productive as well as receptive skills. This principle helps to keep 
the differences between the classroom and the real world as small as possible. 
Usually, the learner does not get into any real trouble if s/he makes mistakes in the 
activities in the classroom, this might reduce his motivation to give his/her best. If 
s/he has to use the outcome for another task, the motivation might increase. 
(Johnson 1983: 170-171)  
An example of this principle can be found in the workbook, exercises number 15 of 
unit 2. (Gerngross et al 2009b: 14) It is a grammar exercise on the past continuous 
and consists of two tasks. First the students have to find seven verbs in a word-
search puzzle (e.g. watching or started) and afterwards they have to fill them in into a 
gap-fill exercise. (e.g. "I was _______________ TV when the phone rang"). This 
means that the students have to complete one task first (i.e. find the words in the 
puzzle) and then use this outcome for the second task.  
The last principle is the "correction for content principle". It says that  
the student's language production should be judged on its communicative 
efficacy in relation to a specific task. (Johnson 1983: 171) 
The aim is that the learners receive feedback on how effectively they conveyed the 
meaning. Yet, it is important to realize that this does not mean that correction for 
grammatical accuracy may be done some other time. The teacher's book does not 
give any instructions on how to correct mistakes or on how to give feedback.  
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5.2.3.2.Characteristics and classification of communicative activities 
The communication continuum 
As regards the description of communicative activities, Harmer (1993: 49) describes 
a communication continuum on which activities may be placed. On one end of the 
continuum there are true communicative exercises and on the other end there are 
non-communicative exercises. The criteria which determine where the activity has to 
be placed are based on his explanations of the nature of communication.  
Harmer lists six reasons why people are involved in communication. The first three 
reasons concern the speaker. First, "[t]hey want to say something" which means that 
the speaker makes a conscious decision to talk to someone. Second, "[t]hey have 
some communicative purpose" that is, people speak in order to achieve something. 
Third, "[t]hey select from their language store", which means that people have a 
certain knowledge about language at their disposal, from which they choose what 
they consider as appropriate in their particular situation. These reasons can be 
applied to spoken as well as to written communication. (Harmer 1993: 46-47) The 
next reasons explain why listeners are involved in communication, which again 
means oral as well as written communication. First, "[t]hey want to listen to 
something". Second, "[t]hey are interested in the communicative purpose of what is 
being said." This means that listeners are usually interested in discovering what the 
speaker wants to convey. Third, "[t]hey process a variety of language";(Harmer 1993: 
47) in other words the listener has to use his/her knowledge of grammatical and 
lexical items of that language in order to decode and interpret the utterances of the 
speaker.  
Harmer (1993: 48) concludes that communicative activities have to comprise these 
six characteristics of communication. Consequently, activities which can be placed 
on the communicative end of the communication continuum have to involve the 
following: The students have to feel "a desire to communicate" and they have to 
develop a "communicative purpose" which means that they have an aim which they 
want to achieve. (Harmer 1993: 49-50) The emphasis has to be on content and not 
on form. The student should have the possibility to use a variety of language items 
(e.g. different grammar items) therefore the exercise, must not focus on one 
language item only. During the activity the teacher should not intervene, which 
  68 
 
means that s/he should not correct mistakes, should not put the emphasis on 
accuracy, nor should s/he ask for repetition. Finally, there should not be any 
materials control, which means that the material should not force the learners to use 
any specific language. (Harmer 1993: 49)  
Harmer (1993: 50) points out that not all activities can be on the communicative end 
of the continuum; different learning purposes require different types of activities. For 
example if the learners are at a beginning level, or if new language is introduced, the 
teacher might use more controlled activities. Nevertheless, communicative activities 
are important as the learners can use the language more autonomously, and should 
definitely be dominant on higher levels. (Harmer 1993: 50-51)  
In the course book there are activities which are more communicative and some 
which are less. Some exercises will be critically examined and evaluated according 
to the criteria for communicative activities presented by Harmer: a desire to 
communicate, a communicative purpose, content not form, variety of language, no 
teacher intervention and no materials control.  
An example of a rather non-communicative activity is exercise 5 in unit 2. This 
exercise refers to a picture which is presented above. It shows a public place with a 
number of people who are doing various things, such as having a drink, buying 
sunglasses and so on. On one corner there is a man dressed in black, who seems to 
watch the whole situation. The students are supposed to study the picture for half a 
minute and then they have to cover it up and do activity 5: 
5. What did the man in the black suit see? 
Tell your partner. Then check with the picture. 
 
The man with the brown hat 
The man with the green cap 
The woman with a baby 
was 
were 
buying 
drinking 
eating 
on her mobile 
the bill 
some digital cameras. 
[...] (Gerngross et al. 2009a: 13) 
The instructions in the teacher's book just add that the teacher should do some 
sample sentences together in class, write them on the backboard and underline the 
past continuous form.  
The activity will now be evaluated according to the criteria for communicative 
activities as described by Harmer. Whether the students develop a desire to 
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communicate in this activity is difficult to judge. Since the students have no choice 
whether they want to do the activity or not, there is a certain force under which they 
perform the task and therefore a true desire to communicate might not develop for 
everybody. However, this is usually the problem with all activities in the language 
classroom. This question therefore has to remain open. The learners will probably 
not have a communicative purpose, since they do not achieve anything by forming 
these sentences and telling them to their partner. There is no information gap 
involved, as both students have the same information. The focus of the exercise is 
neither completely on form nor completely on content, but somewhere in the middle. 
The exercise is focused on the practice of one language item, namely the past 
continuous sentences (singular and plural). There is some teacher intervention at the 
beginning of the activity, where the teacher should do some sentences together with 
the students and write them on the blackboard. The material is controlled to a large 
extent: a substitution table is offered from which the students have to form sentences 
and the content of the sentences is determined by the information on the picture. So 
the learners do not have any choice at all concerning the content and the form they 
want to use. Summing up, the criteria 'communicative purpose', 'variety of language' 
and 'no materials control' are not fulfilled. The criteria 'content not form', and 'no 
teacher intervention' are only partly realized. The activity can therefore be placed 
rather on the non-communicative end of the communication continuum. It follows 
Harmer's theory that non-communicative exercises are normally used when new 
language is introduced. In this case, it concerns the introduction of the past 
continuous.  
Now an example of a more communicative exercise will be presented. It is a so 
called 'free flow' activity, which is included in almost every unit. The task is the 
discussion of a certain topic. The control factor of 'free flow' activities is usually kept 
very low. To give an example: 
Free flow  Talking about music 
12 a Work in pairs. Ask and answer the questions in 10. 
b. In groups of four, talk about music you like/ don't like. Talk as long as 
you can. (Gerngross et al. 2009a: 10) 
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The teacher's book adds that the students should use the suggested phrases of 
activity 11 for answering the questions. (Gerngross et al. 2009c: 15) 
For activity 12b the teacher's book writes the following: The aim of the activity is to 
practise coherent talking. First the students should think about what they want to say 
and might also take notes. Afterwards each student has to present his 'speech' on 
the topic, while the others are listening. In addition the students may be timed with a 
stopwatch. The learners should be informed that at the end of the school year, they 
should be able to talk about a topic for two minutes. (Gerngross et al. 2009c: 15) 
A closer look will be taken if this exercise meets the criteria which define a 
communicative activity. First the focus is on task 12a. If the students develop a desire 
to communicate in this activity is, as explained above, difficult to judge and has to 
remain open. The communicative purpose of the learners in this activity is that they 
want to find out information about the musical taste of their partner. In general the 
focus of the exercise is on content and not on form. The main focus is on the 
gathering of information and the practice of present simple. This is linked to materials 
control, which will be explained later. The exercise does not practise one language 
item only. The students will at least practise questions in the present, present simple 
and negation. Neither the course book nor the teacher's book indicates any teacher 
intervention in this activity. There is, however, materials control, as the questions as 
well as the answers are provided in the book. (The teacher's book points out that the 
students should use the phrases of 11 to answer the questions.) In a nutshell, the 
activity is not a real communicative one, since the criteria 'focus on content not form' 
and 'no materials control' are not fulfilled completely. Nevertheless, the activity is 
rather on the communicative end of the communication continuum, as described 
above. Exercise 12b is similar to 12a in terms of the communicative purpose, focus 
on content, variety of language, the missing teacher intervention, but this time, there 
is no materials control, since the students just get the instruction to tell their 
colleagues what music they like and what they do not like. Hence, according to 
Harmer's criteria, it is a communicative activity.  
Nevertheless there are some critical aspects. If the instructions in the teacher's book 
are also taken into account, the aspect of interaction gets lost, since the students 
only have to give a two minute speech about the topic. Furthermore, the notion of a 
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'real-life situation' is changed: e.g. giving a speech does not have to be part of 
students' real lives. Moreover, discussions with other people about a certain topic 
occur more often in 'real live' than situations in which people have to give a speech.  
The book also offers written communicative activities, such as exercise 14 in unit 2 
(workbook). The so called 'creative writing' activity is based on a text, and the 
students either have to write a thank-you letter or a postcard by referring to 
information provided in the text. (Gerngross et al. 2009b: 13) According to Harmer it 
would fall into the category communicative activity, since it fulfils all the criteria.  
 
Purposes of communicative activities 
Besides Harmer's criteria, another important contribution to communicative activities 
was made by Littlewood (1983). He lists some purposes of communicative activities, 
which will be explained in the following paragraphs. 
He states that communicative activities have the following purposes: First "[t]hey 
provide 'whole-task practice' " (Littlewood 1983: 17), which describes that not only 
part-skills2 of a performance are practised in the activity but all of them in 
combination. Moreover, communicative activities improve the motivation of the 
learners. Learners will be eager to learn the language when they have the feeling 
that it helps them to participate in communication. It is important to take into 
consideration that usually learners see language as a tool that helps them to 
communicate with others as opposed to the view of language as a structural system. 
Another purpose of communicative activities is that "[t]hey allow natural learning". 
(Littlewood 1983: 17) Many aspects of learning cannot be controlled by the teacher. 
This implies that learning happens through natural processes inside of the learner. 
There is the assumption that these processes are activated when the learner is 
involved in real communication. Hence the activation in communication is an 
important element in foreign language learning. Finally, communicative activities "can 
create a context which supports learning". (Littlewood 1983: 18) Littlewood claims 
                                                             
2
 I.e. single skills the performance consists of (e.g. swimming (=whole-task practice) involves a number of 
separate movements (=part-skills)).  
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that they help to establish relationships between the students or students and the 
teacher and therefore contribute to a more humanistic atmosphere in the classroom. 
 
Typology of communicative activities 
In his typology of communicative activities, Littlewood (1983: 8) distinguishes 
between pre-communicative and communicative activities. Pre-communicative 
exercises "aim to equip the learner with some of the skills required for 
communication, without actually requiring him to perform communicative acts." 
(Littlewood 1983: 8) The learner has successfully mastered the activity when "he has 
produced an acceptable piece of language". Yet, the activity has to allow the learner 
to draw connections to meaning, so that s/he will be able to use the language 
communicatively at a later stage. (Littlewood 1983: 8) The focus of these activities is 
to create correct linguistic forms but a link between form and meaning should also be 
provided. (Littlewood 1983: 16) Pre-communicative activities can be grouped into 
structural activities and quasi-communicative activities. 
Communicative activities on the other hand require the learner to "activate and 
integrate his pre-communicative knowledge and skills, in order to use them for the 
communication of meanings." (Littlewood 1983:86) This implies that the learner has 
to practise all skills of communication in combination. Of course there are a lot of 
activities that can be placed somewhere in between pure form and pure meaning 
focus. (Littlewood 1983:16) Communicative activities can further be categorized into 
"functional communication activities" and "social interaction activities". (Littlewood 
1983: 20) The distinction between these two types of activities is mainly a distinction 
of different emphasis. (Littlewood 1983: 21)  
Functional communication activities 
The main aim of functional communication activities is to get the intended meaning 
across. Grammatical accuracy and social appropriacy do not play a crucial role in this 
type of activity as students are successful if they managed to master the 
communicative demands of the situation. (Littlewood 1983: 20) The principle on 
which functional communication activities are based is "that the teacher structures 
the situation so that learners have to overcome an information gap or solve a 
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problem." (Littlewood 1983: 22) Thus, the task of the learners is to find a solution or 
decision. This overlaps with the criteria of Harmer (1993: 49), who emphasises the 
interest of the listener in the speaker's communicative purpose. According to Harmer, 
communicative exercises also focus on the communicative process and try to 
simulate it, an idea which is also prominent in Littlewood's concept.  
An example of a functional communication activity is activity 12 in unit 17. The 
instructions are as follows:  
12. How many coincidences can you find with your classmates? Ask questions 
and write names in the table. [Then short sample dialogues are provided.] 
Find someone who: Name 
1 was doing the same thing as you at 8 p.m. last night.  
2 was doing the same thing as you last Sunday at 11 a.m. 
[...]  
 
 (Gerngross et al. 2009a: 17) 
It is a functional communication activity as it includes an information gap which the 
learners have to overcome. They do not know what their classmates were doing at a 
certain time and therefore have to ask them. The solution is to find out the 
coincidences and write the names of the people in the table. One can also see that 
the main aim of the activity is to get the meaning across, i.e. respond to the question 
of the other person and give him the information that s/he needs. For this purpose 
grammatical accuracy is not important, and therefore not the focus of this activity.  
Social interaction activities 
Social interaction activities on the other hand focus on the use of socially appropriate 
language. This means that the learner has to consider the social context of the 
interaction. Hence, simulation and role-play are important tools which create different 
social situations and relationships in the classroom. The student has successfully 
mastered the situation when s/he manages to be functionally effective but on the 
other hand also uses socially acceptable forms. (Littlewood 1983: 20-21) 
Acceptability is defined as "a little more than a reasonable degree of accuracy in 
pronunciation and grammar" at early stages of learning, but as "producing language 
which is appropriate to specific kinds of social situation" at higher levels. (Littlewood 
1983: 21) In order to train the use of language in different social situations it is 
necessary to create them in the language classroom. Although the language 
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classroom is often referred to as an artificial environment, it should be considered the 
relationships between the students and the students and the teacher are 'real'. The 
training in classroom situations will help the learners to react appropriately in 
interaction situations in the world outside. (Littlewood 1983: 44-45) For the practise of 
foreign language use, the classroom environment can be used as social context in 
four ways:  
(1) Using the foreign language for classroom management 
(2) Using the foreign language as a teaching medium 
(3) Conversation or discussion sessions 
(4) Basing dialogues and role-plays on school experience  
(Littlewood: 1983: 45)  
 
Littlewood (1983: 49) states that two important techniques for creating different forms 
of interaction situations in the classroom are simulation and role-play. They will be 
referred to in chapter 5.2.3.4.  
 
Controlled vs. free activities 
Sometimes, and especially with beginners or low level students, when new language 
has to be introduced, it is necessary to teach more controlled exercises in which 
patterns are practised. (Harmer 1993: 50) This can also be observed in the course 
book if one has a look at grammar exercises. At the beginning of the unit, after a new 
grammar item is presented (mostly in context), the practice exercises are very 
controlled, but tend to become freer in the course of the unit.  
For example in unit 2 the grammar item is the past continuous (also in contrast to 
past simple). The unit starts with a newspaper article in which some past continuous 
sentences are incorporated. Then in exercise 2 the students have to answer 
questions about the article, which include the use of present simple, past simple as 
well as past continuous. (Gerngross et al. 2009a: 12) It is a rather controlled 
exercise, since the answers can be found in the text. Another grammar exercise is 
activity 5, which was already discussed above. It is also a controlled exercise since 
the students have to form sentences by combining words phrases from a substitution 
table. The next exercise is less controlled as the students should discuss their 
guesses about the events in a picture. Exercise 7 is a listening exercise in which the 
students are again confronted with the present continuous, but do not have to use it 
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actively. The next activity is a reading exercise in which the students have to go 
through a long story. This is followed by a summary of the story which includes past 
simple and past continuous sentences. The students are asked to read through it and 
to write an even shorter summary of this text, which includes the main points of the 
story. (Gerngross et al. 2009a: 16) This is a less controlled activity, as the students 
have to actively produce sentences in the past tense; however, the content is still 
predetermined by the story. Afterwards there is a 'free writing' activity in which the 
students have to invent an ending to the story and write it down. In contrast to the 
exercises before, this is a very free activity, as the content is not given and the 
students have to produce sentences in the past. Nevertheless there are a few 
restrictions, since there are five guiding questions which they have to follow (e.g. "Did 
Rick phone Belinda?"; "What did they talk about?"). (Gerngross et al. 2009a: 16) 
Additionally, there are a number of words in a box (e.g. surprise, email, fell in love) 
which the students should include in their story. There is one more grammar exercise 
in the book. It is a speaking activity (12) in which the students have to ask questions 
in the past continuous. This activity has already been described above, as an 
example of a functional communication activity. Yet, it is more controlled, since the 
content of the sentences is given in a table. It includes sentences in past continuous, 
past simple as well as present simple. What the students have to do is to transform 
the sentences into questions, and then answer them. (Gerngross et al. 2009a: 17) In 
summary, one can see that the exercises at the beginning of the unit, where the 
grammar item was introduced, are more controlled than the ones at the end of the 
unit.  
The workbook follows a similar pattern. In unit 2, there are a few exercises on the 
past continuous form. (Gerngross et al. 2009b: 14) Exercise 15 has already been 
described before to exemplify the 'task dependency principle'. Generally, it is a very 
controlled activity, since the words are included in the word-search puzzle and just 
have to be copied into the gaps in the text. Exercise 16 is also a gap-fill exercise 
where the students have to decide whether the verb needs to be past simple or past 
continuous. The text is a coherent story and, after having filled in the gaps, the 
students have to write a suitable ending to it. This exercise is very controlled at the 
beginning but in the end a free component is added to it. When completing the story, 
the students are not obliged to use the past continuous, yet because of the preceding 
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input they are likely to do so. In exercise 17, there are eight pictures with people in 
different situations. The students have to write a sentence using the words written 
below. To give an example: 
1. break leg/ play football [this is demonstrated on the above picture] 
Dawn broke her leg when she was playing football. (Gerngross 2009b: 14) 
 
This means that the students have to decide which tense they are going to use for 
each word. To be able to take the correct decision, they have to understand the rules 
for the past continuous usage. This exercise is rather controlled again since the 
content and the form are predetermined.  
One can see that in the student's book and the workbook the exercises for the 
practice of grammatical patterns are more controlled than free although there is a 
tendency to place less controlled exercises rather at the end of the unit. 
 
5.2.3.3. How to make drills more communicative 
Since the practice of grammatical patterns is necessary, especially at low levels, the 
question now is, whether CLT theory offers any ideas on how a controlled pattern 
practice exercise can be changed into a more communicative one. There are two 
authors who explored this issue, namely Johnson (1983: 156-162) and Littlewood 
(1983: 8-15), whose suggestions will be discussed in the following.  
In this case the term 'communicative exercise' is understood as an exercise that 
generally aims at free production and is characterized by little control over the 
student's language. The authors describe some procedures that have to be added to 
an ordinary drill in order to change it into a 'communicative drill'. A drill is defined by 
Johnson (1983: 162) as an exercise that  
involves repetition of a restricted area of the language system [...] [and its] 
purpose is to practice one structure [...] a good many times in a short space of 
time. 
One element that contributes to the transformation is the integration of an information 
gap. The information-gap principle, as was explained earlier, makes it necessary for 
the students to exchange information and therefore provides a basis for real 
communication, where the interaction partner does not know what the other one will 
say next. It gives the learners a reason to listen. This can be done by letting the 
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learners ask and answer for certain information, while they have to use a certain 
pattern for their questions and answers. (Johnson 1983: 159) 
Another important factor to make the drill more communicative is the principle that 
the learners have to utilize the information they obtain from their interaction partner. 
This can be realized by letting them write down the answers of the other person, by 
letting them report the information to their classmates afterwards, or by using it for 
some following exercises. One more element the exercise should contain is useful 
language, which means language that the learners are likely to encounter in 
everyday life. The function the language is used for should be relevant and realistic. 
This will also give the learners the feeling that they learn something which they might 
need one day. Furthermore, this language structure should be embedded in a 
(simulated) situation in which it is usually used. (Johnson 1983: 160) The same idea 
is also presented by Littlewood (1983: 10) who suggests that the structure should be 
related to communicative function, which means that the learners should practice the 
pattern in realistic communicative acts in situations which they might face in real life. 
Littlewood (1983: 11) adds that language should also be related to specific 
meanings. This means to "make the learner adapt his language so that it reflects 
some aspect of nonlinguistic reality, such as a concrete situation, a picture, or 
personal knowledge". (Littlewood 1983: 11) The learner could be asked for instance 
to incorporate his own opinion in the activity.  
Johnson's concept is also closely linked to Littlewood's idea to relate the structure to 
social context, which means that the learners have the feeling that they are in a real 
conversation with someone. The activity has to be created so that the interaction 
partners are on an equal level, which means that the students may not be dependent 
on the teacher or tape, or any other stimuli. This can for example be achieved by 
performing dialogues in pairs in some fictional social situation, which should be some 
situation that the learners might be likely to be involved in some day. Dialogues can 
be 'open dialogues', in which the learner has to make up the whole conversation 
himself. This requires a deep identification with the role. A 'cued dialogue' on the 
other hand provides a number of cues (e.g. role-cards with instructions on them), 
which serve as a basis for the actual conversation. These cues also specify the 
communicative function that has to be conveyed. (Littlewood 1983: 12-14) 
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Now it will be explored if the course book includes pattern practice activities which 
are in the format of a common drill, as we know it from audiolingualism, or if it 
additionally or exclusively includes 'communicative drills' which incorporate the 
principles as described by Johnson and Littlewood above. The answer is that both 
types occur in the CLT course book. First an example of a common drill will be given 
and it will be demonstrated that the principles are not applied. Exercise 16 in unit 13 
in the workbook, aims at the practice of the grammatical pattern 'if sentences (2nd 
conditional)': 
16 Write the sentences. 
 
1 I don't like Sally. I don't talk to her. 
   If I liked Sally, I'd talk to her.  
2 He doesn't have a computer. I don't send him emails. 
   If...................................................................................... 
3 She's ill. She isn't at school.  
   If .....................................................................................  
[...] (Gerngross et al. 2009b: 85) 
 
The teacher's book adds no further instructions. Since neither the instructions of the 
exercise, nor the instructions of the teacher's book indicate that the exercise has to 
be done in pair work, it can be assumed that each student will do it individually. 
Therefore the information gap principle cannot be applied. Consequently, no 
information of an interaction partner can be utilized either. The grammatical structure 
is not related to communicative function, because the way the if-sentences are 
produced, by transformation of two other sentences is nothing which is likely to occur 
in real life, although the statements and situations (e.g. if she wasn't ill she would be 
at school) might occur in everyday life. Moreover, the language is not related to a 
specific meaning, which means that the learners do not have the possibility to include 
their own opinion or include their own knowledge. In the exercise the students will not 
feel that they are in a real conversation. There is no interaction taking place and no 
dialogue is performed. Summing up, it becomes obvious that this is more a common 
drill than a communicative drill, since most of the principles of Johnson and 
Littlewood are not applied.  
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Still, there are examples of communicative drills in the same unit, dealing with the 
same grammatical pattern, which integrate these principles. One example is exercise 
10 in the student's book: 
10 Make dialogues using the sentences below as starters. 
 
1 I need more time to finish my portfolio. 
   If I were you, I'd ...................................... 
2 I think Conny hates me. 
   If I were you, I'd ..................................... 
3 The coach doesn't want me to be on the football team. 
   If I were you; I'd ....................................... 
[...] (Gerngross et al. 2009a: 105) 
 
The teacher's book gives the instruction that the students have to do the exercise in 
pairs. They have to give their partner some advice which the other one has to write 
down. This setting implies that there is an information gap. The students of course do 
not know what their partner will suggest. The language is also related to specific 
meanings, since the students can integrate their own opinion. Furthermore, the 
information of the interaction partner has to be utilized by writing his advice down. 
The situations in the book are taken from real life. For example the first sentence "I 
need more time to finish my portfolio" refers to the fact that the students, when 
working with the More! course book, have to write a portfolio. The function 'giving 
advice to someone' is a realistic and common function of using the 'if-sentence 2nd 
conditional'. Finally, the language is related to a social context, since it reflects a 
situation of a person giving some advice to his friend. Because of all of these 
elements, one can conclude that the activity is a communicative drill.  
On the whole both communicative as well as common drills occur in the course book. 
Pattern practice activities focusing on grammar items are mainly included in the 
workbook, whereas in the student's book, there are only few of them. The latter 
comprises pattern practice activities that concentrate on the practice of 
communicative functions, which are sometimes related to grammatical items. As 
regards the activities in the workbook, most of them are rather in the format of 
common drills such as transformation, restoration or forming sentences from 
substitution tables. Most of them do not apply any or only a few principles of 
communicative drills. The majority of the pattern practice activities in the student's 
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book on the other hand integrate most of the principles. All in all, communicative drills 
are rather used for practising functions than for grammatical structures. 
 
5.2.3.4. Some more communicative activity types 
Role play and simulation 
The rest of this chapter will present a few more important activity types, which are 
mentioned in CLT literature. The first type is role play and simulation activities that 
are discussed for example in Sturtridge (1983) and in Littlewood (1983: 49), who 
states that they are important techniques for creating different forms of interaction 
situations in the classroom.  
Role plays and simulations are very popular in CLT because they give the learners a 
reason for talking, they make the atmosphere less artificial, and they promote 
meaningful talk between the students. A true role-play includes an "element of 
freedom of choice for the student". (Sturtridge 1983: 126) This means that students 
can either choose the language they want to use, the role they want to play or the 
situation they wish to simulate. This freedom is important as the learner gets the 
possibility to experiment with his language. Accordingly, s/he gains new knowledge 
of the language. This way of approaching a language rather reflects the way how 
learners would do it in real life situations. Consequently, the chance to make a 
mistake rises, which should be considered and accepted by the teacher. Moreover, it 
is important that the situations of the role-plays are situations which relate to the 
learners' experience. In the selection process it is important to keep the needs of the 
students in mind. Otherwise, the language might become too artificial. A good means 
to integrate an information gap and hence an element of surprise and spontaneity are 
role-cards. This way each student has one piece of information his conversation 
partner does not have. (Sturtridge 1983: 126-128)  
Related to role play is the simulation. Sturtridge (1983: 128) describes this term as 
follows: 
In a simulation the learner is given a task to perform or a problem to solve; the 
background information and the environment of the problem is simulated. 
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Jones (1982 referred to in Harmer 1993: 132-133) claims that a simulation activity 
has to include three characteristics: "reality of function", which means that students 
have to identify with the people in the situation; there has to be a "simulated 
environment", which implies that the students should not be involved in a real 
situation surrounding; and in addition it has to involve a certain structure, and some 
important facts must be offered. Role play is a special type of simulation, namely a 
situation in which they do not play themselves but adopt a role.  
In a simulation the language which is used to achieve the aim is more important than 
the end-product itself. However, the learner should perceive it the other way around, 
because then s/he will be motivated to use the adequate language to reach the aim. 
Especially in monolingual classes, there is always the danger that learners switch to 
their mother-tongue. In this case it is helpful to plan activities in which the end-
product contains foreign language use, such as the performance of a radio 
programme in the foreign language. (Sturtridge 1983: 129) Playing roles within a 
simulation can be done with or without role-cards, with notes on them about the 
character or the opinion of the person they play. Furthermore, Sturtridge points out 
that the most realistic framework is one where no role-cards are given and the 
learners can play themselves. It is very probable that the problem will be solved if it is 
related to the learners' experience. (Sturtridge 1983: 130)  
We will now look at examples of role-plays and simulations in the CLT course book 
and analyse in which ways they reflect the theory which has been explained above. 
An example of a role play would be exercise 8 in unit 1 : 
8 Work in pairs. You are the critics for Superstar. Listen to these three 
performers and say what you think. [Then there are pictures of three young 
people named Steve, Tina and Jeff.] 
... looks fantastic/ doesn't look like a pop star. 
... 's got a beautiful/terrible voice/ needs (doesn't need) training. 
...is an excellent singer/was out of tune/ has(n't) got what it takes. 
...could be the next pop star/ is never going to make it as a pop star/ is(n't) on 
the way up. (Gerngross 2009a: 9) 
 
The teacher's book adds that the students have to listen to the performances of three 
young people, which are presented on an audio CD. Afterwards, one possibility is 
that they just comment on the performances by using the phrases from the book. 
Another possibility is that the whole activity is performed as a role-play, in which the 
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learners play members of a jury in a talent show who have to judge the candidates. 
They are supposed to use the phrases given in the exercise as models for their own 
comments. (Gerngross 2009c: 14) 
According to Sturtridge a role-play activity has to include an element of freedom of 
choice. In this case the students cannot choose which role they are going to play, as 
they are all going to be jurors. They cannot choose the situation they are in, as it is 
also specified in the instructions. The only choice they have is the language they use. 
There are some phrases provided, which the students should use as models, 
however, they are free to choose which of these they will use. They also have the 
possibility to add their own ideas.  
Another characteristic mentioned by Sturtridge is that the activity has to relate to the 
students' experience. This is clearly the case, since talent shows have become very 
popular during the last years. Hence it is very probable that the students have 
already watched these shows on TV. According to Jones's principles, the activity 
requires that the students identify themselves with the roles they play. The situation 
takes place in a simulated environment, i.e. the classroom, and some facts are 
offered, which serve as orientation for the students. These facts are the 
performances of the singers and the phrases (e.g. 'looks phantastic') the students 
should use in order to judge the candidates. One can see that this example of a role 
play reflects the theoretical assumptions about role-plays in a CLT context.  
An example of a simulation can be found in unit 11: 
10  Imagine that you have come back from a holiday. Choose 5 places (cities, 
parks, attractions etc.) that you went to see. In pairs, ask and answer 
questions. Use the questions in 8 to help you. (Gerngross et al. 2009a: 88) 
There are seven questions the students have to use such as "How long did you 
spend there" or "Did you have a good time". (Gerngross et al. 2009a: 88) The 
teacher's book says that the students are also allowed to use information from the 
texts in the book, if they want to speak about California. They should write down their 
five places first and then talk about them with their partners. The activity follows the 
definition of Sturtridge. Answering the questions about the holiday destinations would 
be the task the students have to solve. The background information is simulated, 
which means that the students are not asked to talk about their real holidays, but that 
they have to imagine places where they could have gone to. The learners do not 
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adopt a role but remain themselves. Moreover, the problem is related to the learners' 
experience, since going on holidays is usually familiar to the students.  
Jones (1982, referred to in Harmer 1993: 133) adds one more characteristic to this 
by claiming that in a simulation some important facts must be offered. In this case 
this is not a hundred percent true, since the students basically have to make up the 
information about their holidays. However, there are guiding questions, which serve 
as a framework for the activity. Additionally, if the students want to talk about a 
holiday in California, they should use the information from the texts in the book, as 
the teacher's book points out. So there are some facts provided.  
Littlewood (1983: 49) argues that role-plays and simulations can be used as pre-
communicative exercises, which might be in the form of dialogues which the learners 
have to memorize and perform afterwards. However, if they are used as 
communicative activities, the focus has to be on the conveyance of meaning, the 
learners have to deeply identify with their roles, and the learners have to invent a text 
in accordance with their roles. (Littlewood 1983: 50)  
An example of a pre-communicative role-play is exercise 7 in unit 3, where the 
students have to listen to two short dialogues, which are transcribed in their books, 
and have to act them out in pairs afterwards. (Gerngross et al. 2009a: 26) The 
students adopt the roles of a traveller, a woman working at the airport, a customer 
and a man who receives reservations. The dialogues reflect two typical situations of 
travellers in the real world.  
An example of a communicative role-play activity can be found in the teacher's book 
under the category 'additional suggestions', so it is not integrated into the usual 
agenda of the course book. The activity is described as follows: The students have to 
imagine that they are in a situation where a teenager is talking to his parents, asking 
for permission. The students have to pair up and some of them will adopt the role of 
the parents while others will be teenagers. The teacher has to prepare role-cards 
with brief instructions on them such as: 
A: Your best friend organizes a horror movie night. You're not allowed to come 
home after ten at the weekend. Now you ask your mum if you're allowed to go 
to the party and stay overnight at your friend's place.  
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B: You're A's mum. Your daughter/son has never been out longer than until 
ten at weekends. You are worried and don't like the idea of her staying 
overnight at a friend's place. (Gerngross et al. 2009c: 43) 
 
The students get some time to think of good arguments to defend their position and 
to prepare themselves for the role-play. Afterwards they have to act it out in front of 
the class. This performance is followed by a discussion on how well the students 
managed to defend their opinion. (Gerngross et al. 2009c: 43) One can see this 
situation is a typical conversation which a teenager might encounter in real life. The 
students have to identify with their role in order to master the task successfully. The 
focus of the activity is on the conveyance of meaning and the learners have to invent 
some text in accordance with their roles (i.e. arguments which reflect their opinion). 
Besides, the activity can also be classified as an opinion gap exercise, since the 
students have to present their personal attitude in answer to the situation (discussion 
about staying overnight at their friend's place).  
There are a few simulations in the course book, but the majority of the activities are 
pair work activities in which the students have to discuss a certain topic. There are a 
number of writing simulations where the students have to imagine a situation (e.g. a 
holiday) and write about it (e.g. describe the holiday following a few guiding 
questions). On the whole, only few role plays are included in the course book. Most 
of them occur in the section 'additional suggestions' and therefore are not integrated 
in the regular schedule of the English course. One reason for this might be that these 
activities are considered more advanced as they require real communication and the 
use of a variety of language forms and functions. Consequently these activities might 
not be done until these language basics are established. Practice of these patterns is 
incorporated in rather controlled activities, which are included in the regular schedule.  
 
Games and problem solving activities 
Other popular types of activities in CLT are games and problem solving activities 
(Maley 1983: 137). Their aim is to encourage the natural, creative and authentic use 
of language, yet, they also include the use of functional categories. In contrast to 
role-plays, the learner can be himself and does not have to adopt another identity. A 
central characteristic is that games and problem solving activities focus on the use of 
  85 
 
language and not on language learning. According to Maley (1983: 138) it is difficult 
to draw a line between games and problem-solving activities. Common features are 
that they have certain outcomes and that they include an information gap. One 
difference between them is that in games students have to draw on the affective part 
of their consciousness whereas in problem solving activities the focus is more on 
their cognitive skills. Games can be based on observation, on interpretation or on 
individual/group interaction. There are board games, card games and pencil and 
paper games. (Maley 1983: 138) Problem solving activities may be based on 
information transfer, on decision-making or on logic. In CLT the activities either have 
high input and high output or low input and high output. Another essential element of 
communicative activities of that type is the inclusion of an information gap, which has 
to be overcome by genuine interaction. Furthermore they have to be interesting and 
have to ensure that the students do and say something. Finally, they should be 
profitable as regards the language learning effect. (Maley 1983: 145) 
One example of a game can be found in the teacher's book under the category 
'additional suggestions'. The activity is called 'a survival game' and the problem the 
students have to solve is the following: 
You are stranded on a desert island. You have three things with you that help 
you survive on the island. Which are the three things? Why would you choose 
them? (Gerngross et al. 2009c: 54) 
 
The students have to get together in groups of four. The teacher also provides a list 
of objects such as "[a] bottle of water, a chocolate bar, a rope, a knife, a mobile, [...]." 
(Gerngross et al. 2009c: 54) The learners have to negotiate which three things they 
want to take with them and give reasons for their choice. At the end they have to 
present their results in front of the class, and should compare their findings with 
those of the other groups.  
When compared with Maley's (1983) characteristics of a game, the activity includes 
an information gap, since the students do not know what objects their group 
members want to choose, and why. It is a game based on group interaction. It does 
not draw so much on the affective skills, as games usually are according to Maley, 
but on cognitive skills such as decision-making. It includes a low input and 
comparatively high output; the high output being the negotiation of the decision in the 
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foreign language and the presentation of the results in class. A certain outcome has 
to be achieved which is to make a choice of three objects and the justification of this 
choice. Additionally the activity seems to be interesting and appropriate for the age of 
the students. The analysis shows that the activity fulfils almost all of the criteria of a 
game in CLT, according to Maley. In general there are only few games included in 
the course book.  
 
5.2.3.5. Summary 
The aim of this section was to give a general overview about the definition and 
classification of communicative activities, their principles and how they can be 
distinguished from non-communicative activities. In this respect, five principles were 
presented: the information transfer principle, the information gap principle, the jigsaw 
principle, the task dependency principle and the correction for context principle. 
Concerning the definition of communicative activities, the communication continuum 
(Harmer 1993) was presented, which is based on six reasons why people are 
engaged in communication. These partly overlap with Littlewood's purposes of 
communicative activities which were also depicted in this chapter. As regards the 
typology of communicative activities, Littlewood's (1983) distinction of functional 
communication activities and social interaction activities was presented, as well as 
the difference between pre-communicative and communicative activities.  
Another aim was to present some ideas of CLT how common drills can be made 
more communicative. In this respect the concepts of Johnson (1983) and Littlewood 
(1983) were described, such as the integration of an information gap, or the relation 
of language structure to a communicative function.  
Finally, some more types of communicative activities were illustrated, namely role 
plays, simulations, games, and problem solving activities. Above all, the realization of 
all these theoretical concepts was analysed in the communicative course book and 
the results were presented in the course of the chapter.  
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5.2.4. Learner and teacher roles 
Learner roles 
As the "[t]o learn it, do it" principle of Johnson and Morrow (1983: 63) implies, the 
learner has a more active role in CLT than in audiolingualism or many other former 
approaches to language teaching. It is the learner that is responsible for the learning 
process, in contrast to the teacher who can teach and advise but cannot do the 
learning for him/her. This active role is also emphasised by Breen and Candlin (1980: 
100). They state that the learner is confronted with the task to find out how to learn a 
language. The learner is seen as negotiator "between the self, the learning process, 
and the object of learning." (Breen & Candlin 1980: 100) It is emphasised that this 
negotiation takes place within the classroom and that the learner will gain a lot from 
the co-operation with other students but also has to contribute a similar amount. 
Moreover they see the learner as an "interdependent participant in a cooperative 
milieu" and therewith stress the interdependent nature of the learning process. 
(Breen & Candlin 1980: 101)  
The assumptions of CLT have led to different roles than in other approaches of 
language teaching, such as in audiolingualism. The idea of co-operative 
communication implies that learners have to be intensively involved in some kind of 
communication with their classmates, in order to master different kinds of activities. 
Failed as well as successful communication is always achieved jointly. (Richards & 
Rodgers 2001: 166) 
One aim is to train the student how to be a good learner. To be a good learner, the 
student has to exploit his/her resources and how to study and has to take his/her own 
decisions about the learning process. Therefore the focus in language teaching 
should not only be on class work but also on self-study or self-directed learning. 
(Harmer 1993: 36-37) When taking over the responsibility for their own learning, 
three aspects are important for the students: "Personal assessment, learning 
strategies and language awareness." (Harmer 1993: 149) The students have to find 
out what kinds of learners they are, they should be encouraged to use learning 
strategies and they should become more aware of how language is used (e.g. 
discovery activities). (Harmer 1993: 149-151)  
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There are four different ways how learners can contribute to a learner-centred 
teaching. (Hedge 2003: 34-36) First, learners can contribute to course design which 
concerns course content as well as the selection of learning procedures. Second, 
learners can make a contribution to activity design. (Clarke 1989 referred to in Hedge 
2003: 34) The third way, that learners take more responsibility for their learning 
process, has already been mentioned before by other authors too. In other words, 
learners should continue "their learning outside class, at home, or in self-access 
facilities." (Hedge 2003: 35) The teacher's task is to prepare the learners for that by 
providing strategies for the independent learning. Finally, learners should be allowed 
to have more control over their learning process in the language classroom by for 
example asking questions, clarifying or commenting.  
It will now be analysed in how far this understanding of the learner's role is 
implemented in the course book. One aspect that is prominent is the possibility of 
self-assessment which the students are offered. After three or four units there is a 
section called 'Progress Check' in the student's book, which offers reading, listening, 
grammar, dialogue and vocabulary exercises. The students may use this progress 
check in order to evaluate their individual learning progress. (Gerngross et al. 2009c: 
4) There are also a lot of online practice materials available for the students, which 
can be done at home. (Gerngross et al. 2009c: 5) Some of the texts from the book 
can be downloaded as mp3 file from the internet for free. (Gerngross et al. 2009c: 
4)These two elements of the book promote self-study and self-directed learning. The 
self-evaluation encourages the students to take on more responsibility for their own 
learning process. Moreover, the authors point out, that the book follows a concept 
that emphasises interaction with others as well as human values. (Gerngross et al. 
2009c: 6) This reflects the theoretical claim that the learner in CLT should be 
integrated in a lot of co-operative communication. The analysis shows that this aim is 
fulfilled in the course book, since nearly very unit includes 'get talking' activities, in 
which the students have to communicate with each other. Furthermore, there are 
eight 'dialogue practice' included in 14 units, which again promote the co-operative 
communication aspect. As regards written communicative exercises, most of the 
texts the students have to write, are not addressed to other people, but just an essay 
on a certain topic.  
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The authors also write that the students are supposed to actively participate in the 
course and to write their own texts. (Gerngross et al. 2009c: 6) This supports the 
theory of the active role of the learner in CLT. The analysis reveals that there are a 
lot of exercises in which the students have to write their own texts: writing exercises 
appear in every unit. As regards the active participation of the students in the course, 
there are two possible interpretations of this claim. One possibility is that the 
exercises are designed in a way so that the learners have to actively participate in 
order to master the activity. This objective is realized very well, as the majority of 
activities demand the active participation of every student (a lot of the activities are 
pair or group work activities). The other interpretation would be that the learners have 
to actively bring in their ideas and help for the design of the lesson.This objective is 
not sufficiently fulfilled by the course book, as there are hardly any requests for the 
students to do so.  
As regards learning strategies, there are a few mentioned in the teacher's book, in 
connection with some activities (e.g. scanning of a text, brainstorming). The teacher 
is supposed to tell the students how to approach the activity by implementing the 
particular strategy.  
In Hedge (2003) as described in the section above, learners shall make an active 
contribution to the design of the lesson or single activities. They should for example 
give a presentation on a person they admire. Nevertheless, learners can make 
contributions only to a small degree. In general the English course is rather based on 
the ideas of the book and those of the teacher than on the ideas and students.  
In summary, theory on the learner's role argues that the learners are given a very 
active role in CLT. They are seen as self-determined human beings, who can and 
should take responsibility for their learning process and achievements. Hence their 
ideas and needs should be integrated into the design of the lessons, which is not the 
exclusive business of the teacher anymore. The course book incorporates many of 
these elements, especially the focus on self-directed learning and self-assessment, 
as well as on co-operative communication. However, the theory of an active 
contribution of course- and activity design is not realized very well.  
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Teacher roles 
In contrast to other teaching methods such as audiolingualism, in CLT the teacher 
adopts a number of different roles. The following section will present these roles that 
are suggested, based on the writings of Breen and Candlin (1980:99), Richards and 
Rodgers (2001: 167-168), Harmer (1993: 235-243), Littlewood (1983: 91-92) and 
Finocchiaro and Brumfit (1988: 98-101).  
One role which the teacher has to adopt is the role of the facilitator of the 
communicative process. (Breen & Candlin 1980: 99, Harmer 1993: 236; Littlewood 
1983: 92) Littlewood based this idea on the thought that the teacher can provide 
stimulus material but that only processes inside the learner lead to the development 
of communicative ability. This is why the teacher has to adapt his/her behaviour to 
this fact and therefore can be seen as a "facilitator of learning".  
Furthermore, the teacher has to coordinate the activities and plan the lessons so that 
they will form the basis of a coherent learning process, which will lead towards an 
improvement of the communicative ability. (Littlewood 1983: 92) This role of the 
organiser and classroom manager is also mentioned in Breen and Candlin (1980: 
99), Finocchiaro and Brumfit (1988: 98-101) and in Harmer (1993: 236). Richards 
and Rodgers (2001: 168) call this function the group process manager, in which the 
teacher has "to organize the classroom as a setting for communication and 
communicative activities."  
As a language instructor the teacher has to present new language and control as well 
as correct the learners' performance. Sometimes s/he also has to stay in the 
background so that the learners can work independently in an activity. (Littlewood 
1983: 92)These roles of resource and assessor in which the teacher provides the 
students with new input, provides help when the learners have questions, but also 
controls and assess the students' language is also mentioned in Harmer (1993: 236) 
or in Breen and Candlin (1980: 99). Breen and Candlin emphasise the importance of 
the teacher as provider of feedback. It is also necessary that the teacher functions as 
consultant or advisor and helps the students whenever they need support, and 
monitors their strengths and weaknesses. (Littlewood 1983: 92-93)  
Every now and then the teacher should also take part in the activities and participate 
as a co-communicator, in order to stimulate or present unfamiliar language. 
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(Littlewood 1983: 92-93) This function is also mentioned in Harmer (1993: 236) and 
in Breen and Candlin (1980: 99). 
In CLT, teachers should know about the interests of their students in order to be able 
to respond to them with appropriate material and activities. (Finocchiaro & Brumfit 
1988: 98-101) This can be done with needs assessment instruments or informally by 
asking the students in person. (Richards & Rodgers 2001: 167)  
Teachers also have to improve their own skills and keep trying to learn more about 
teaching and its method. This can be done by attending seminars but also by 
exchanging information with colleagues for example. Harmer (1993: 236) refers to it 
as the role of the investigator and Breen and Candlin (1980: 99) call it the role of the 
researcher and learner.  
Furthermore, teachers have to be counsellors, which means that they have to be a 
good example of a communicator (Richards & Rodgers 2001: 168). Two more roles 
are added by Harmer (1993: 236), namely the role of the prompter and of the tutor. A 
prompter has to motivate students to participate more in an activity and to help the 
learners when they do not know how to proceed or when some kind of stagnation 
occurs in the lesson. In the role of a tutor, the teacher acts as a coach or a resource. 
The students can ask the teacher for advice and guidance, while they are doing 
some work on their own. This role is especially useful for intermediate and advanced 
levels. 
To sum up, the role of the teacher in CLT is a concept that contains a variety of 
different functions, which differ a little from author to author. The most prominent role 
which is mentioned by all of these authors is the role of an organiser. The roles of the 
participant, facilitator, resource, controller, and assessor are mentioned by three of 
them. The least prominent roles in the literature referred to above are: investigator, 
needs analyst, prompter, counsellor and tutor.  
Yet, all theories have in common that they do not suggest only one single role for the 
teacher but all describe a very dynamic and versatile concept with a number of 
functions the teacher can adopt. Moreover, these roles also promote a more learner-
centred lesson in contrast to the teacher-centred one, which was dominant in earlier 
approaches to foreign language teaching.  
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As regards the role of the teacher the analysis will concentrate on the eight roles as 
suggested by Harmer (controller, assessor, organiser, prompter, participant, 
resource, tutor and investigator), since he offers the most comprehensive list of 
teacher roles which overlap with the contributions of the other authors. In order to 
make a judgement on the extent to which these roles are advocated in the book, the 
comments on a number of activities in the teacher's book were analysed as regards 
instructions which imply one of these eight roles. This was done for two units (unit 1 
and unit 8) which were randomly selected (cf. Gerngross et al. 2009c: 14-16; 37-40). 
It has to be mentioned though, that not all of these eight roles can be sufficiently 
investigated by looking at the comments in the teacher's book.  
The analysis (see table 1 and 2) showed that in 16 out of 35 activities the teacher 
adopts the role of a controller, which means that s/he is in the foreground, actively 
guiding the students through the activity, giving instructions, providing a rather 
restricted framework. In 15 activities the teacher functions as facilitator, which means 
that s/he is more in the background, and the students are supposed to work on their 
own. In four activities his/her function is somewhere in the middle between a 
controller and a facilitator. Another role which the teacher adopts in nearly all of the 
activities is that of the organizer. As an organizer s/he arranges the procedure and 
gives the instructions for the activities and sometimes has to prepare additional 
material. Another frequent role which the teachers has to adopt in these units, 
namely in 20 of 35 activities, is that of an assessor. In this case, the teacher has to 
check the answers which are provided in the teacher's book. The teacher adopts the 
role of a resource in six of 35 activities. This means that there is some strategy or 
rule, which s/he has to explain to the students. Sometimes there is an explicit 
comment that the students can ask the teacher if they need clarification or more 
information on something. This role sometimes overlaps with the one of a tutor, 
where s/he also functions as a resource and provides help to the students when they 
need it. These roles are certainly harder to identify when simply analyzing the 
comments on the activities. Therefore, the design of the activities as they are 
presented in the course book and the way they are carried out in the classroom are 
used as a basis for the analysis.  
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The roles of prompter and participant were not explicitly mentioned in the text of the 
teacher's book. However, it can be assumed that as the teacher will adopt the role of 
the prompter in a number of activities, as there are sometimes comments that the 
students can ask the teacher if they need help. Whether or not the teacher will adopt 
this role in the classroom, also depends on the commitment and personality of 
him/her. The same is true for the role of the participant. Although many of the 
activities are designed to keep the students occupied, the teacher can often find a 
way to participate too, if s/he wants to. As there are no explicit instructions, the 
authors leave it up to the teacher.  
The teacher's function as investigator, in which s/he does some further education to 
improve his teaching skills, cannot be examined properly by analysing the teacher's 
book. In general, no section on the explanation of the roles of a teacher can be found 
in the teacher's book.  
 
 teacher roles 
exercise controller/ 
facilitator 
assessor organiser resource tutor 
1 C ü ü - - 
2 C ü ü ü - 
3 F - - - - 
4 unclear - - - - 
5 C ü - - ü 
6 C - - - - 
7 C ü ü - - 
8 F - ü - - 
9 F - ü - - 
10 unclear ü ü - - 
11 F ü - - - 
12 F - - - ü 
13 F ü ü - - 
additional suggestions (in teacher's book) 
1 F - ü - - 
2 F - ü - - 
3 F - ü - - 
Table 1: Teacher roles indicated in activities of unit 1 (student's book) 
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 teacher roles 
exercise controller/ 
facilitator 
assessor organiser resource tutor 
1 C ü ü ü - 
2 C ü - - - 
3 unclear ü - - - 
4 F ü - - - 
5 C ü ü ü - 
6 F - ü ü - 
7 C ü - - - 
8 C ü ü - - 
9 F - ü - - 
10 C ü ü ü - 
11 C ü - - - 
12 C ü ü - - 
13 F - - - - 
The Mag  
1 C ü ü - - 
2 unclear ü ü - - 
3 C ü ü - - 
additional suggestions (in teacher's book) 
1 F - ü - - 
2 C - ü - - 
3 F - ü ü - 
Table 2: teacher roles indicated in activities of unit 8 (student's book) 
 
5.2.5. The role of instructional material 
The main objective of CLT materials is to promote communicative language use. 
Richards & Rodgers (2001: 168) discuss three types of materials which are often 
used in CLT: text-based, task-based materials as well as realia. Text-based materials 
are textbooks. Some of them follow a structural syllabus additionally they also include 
changes which justifies their claims to be based on a communicative approach.  
Task-based materials are usually "one-of-a-kind items", such as cue cards, exercise 
handbooks or pair-communication practice materials. They are for example games or 
role-plays which involve a given task that has to be mastered. Those materials that 
include pair-work usually contain different information, which is complementary or 
might also provide different role relationships for the partners. They might come in 
the form of drills or practice material in interactional format. The category of realia 
includes 'authentic' material taken from the real world such as magazines, 
newspapers, signs or advertisements. It also incorporates graphic or visual material 
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such as pictures or maps and finally also different kinds of objects. (Richards & 
Rodgers 2001: 169-170)  
Authentic texts are designed for native speakers of the foreign language whereas 
non-authentic texts are designed for non-native speakers. Sometimes they focus on 
one specific language item or pattern which is to be taught. They usually consist of 
very artificial language. In spoken situations such as dialogues, this is indicated by 
the use of full and well formulated sentences, which is not a realistic way of talking in 
a real conversation. In order to exemplify a particular grammatical structure, there are 
usually a lot of sentences which use this pattern, also in situations where it is not 
common. For example as an answer to a question, we do not usually use a full 
sentence but only elliptical phrases. Another feature of non-authentic texts is that the 
language is rather unvaried. Since they do not offer much material which the 
students would encounter in real life, non-authentic texts should not be used to teach 
listening or reading; at best for teaching specific structures. (Harmer 1993: 185-186)  
However, the need to use authentic material in CLT is debatable. Widdowson (1990: 
44-47) for example puts forth a few arguments which question this idea. First, he 
argues that meanings are not contained in texts but achieved by people. The material 
presented in form of texts cannot be classified as authentic discourse since they do 
not include native speaker response. Meanings are not contained in text but 
achieved by people. Second, Widdowson claims that learners usually tend to draw 
on their own language whenever they use language in communication situations. 
This means that  
the situations which are to stimulate the use of the language being learned will 
have to be contrived in some way, and the learners will have to co-operate in 
maintaining the illusion of reality. (Widdowson 1990: 45) 
Third, Widdowson points out that the learning process of foreign languages is based 
on the recognition and identification of underlying regular features of the language, 
which is a top down process. This means that a focus on form is an essential 
prerequisite for the focus on meaning. Finally he writes that the authenticity argument 
"confuses ends and means and assumes that teaching language for communication 
is the same as teaching language as communication." (Widdowson 1990: 46) 
The analysis concentrates on the materials which are included in the course book. 
The course book itself is a text-based material. There is some task-based material 
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offered in the form of worksheets which are included in the second part of the 
teacher's book. They can be used as additional material for weak and good students 
or as homework, practice material, self-assessment etc. In the course book, some 
activities require the use of task-based material which has to be prepared separately 
by the teacher. This is the case in the role-play activity in unit 9 for example, in which 
the teacher has to make role-play cards with information and instructions on them. 
(Gerngross et al. 2009c: 43) As regards the use of realia, the book claims that it uses 
authentic material, such as short DVD sequences ('The Mag'). (Gerngross et al. 
2009c: 4) Many of the texts of the student's book are created authentically, in the 
form of "[m]agazine texts, interviews, radio shows, questionnaires, cartoons, photo 
stories, etc". (Gerngross et al. 2009c: 5) Moreover, the authors claim, that the book 
offers authentic stories and exciting topics which relate to the real world. (Gerngross 
et al. 2009c: 4) 
 
5.3. PROCEDURE 
The most important point to mention about procedure of CLT is that there are no 
typical procedures which a typical CLT lesson follows. The reason is that there are 
too many different types of activities and exercises and the communicative principles 
can be used for every skill level. (Richards & Rodgers 2001: 170) Nevertheless there 
are some theoretical suggestions how to sequence activities. One possibility is 
presented by Littlewood (1983: 85-88). His classification of activities has partly been 
explained before, and will therefore be referred to only very briefly. Basically, he 
distinguishes between (1) pre-communicative and (2) communicative activities:  
(1) Pre-communicative aim at making the learner practise the language system 
without a link to communicative purposes. The emphasis is on the creation of 
acceptable language forms and not on the effective communication of meaning. 
These types of activities are for example different types of drill or question-and-
answer exercises. Pre-communicative activities are sub-categorized into structural 
activities and quasi-communicative activities. Structural activities concentrate on 
structure only, such as mechanical drills whereas quasi-communicative activities 
include communicative as well as structural aspects of language. (Littlewood 1983: 
85-86) 
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(2) In communication activities, meaning communication is paramount. The whole 
process of components of communication is practised instead of single elements. 
The learner has to draw on the knowledge s/he has gained in pre-communicative 
activities and use it for meaning communication. (Littlewood 1983: 86) As described 
earlier, two sub-categories can be distinguished: functional communication activities 
and social interaction activities. 
It has to be mentioned that there are no absolute dividing lines between these 
categories, which merely reflect differences of emphasis of the activity or orientation 
of the individual learner. The latter means that one learner sometimes concentrates 
more on accurate grammar while another one focuses on meaning communication. 
Hence, depending on the learner's orientation, the same activity would fall into two 
different categories. (Littlewood 1983: 86-87) 
Because this section is about procedure the main question now is how these types of 
activities, as described by Littlewood, should be sequenced in a CLT classroom. The 
sequencing can either refer to one single lesson but also to a series of lessons. One 
possibility is to place pre-communicative activities at the beginning of a lesson, since 
they practise isolated components of language forms or functions and should prepare 
the learner for communication. Later on, communicative activities follow, in which the 
students can apply what they have learned and practised before. This procedure 
shows a development of controlled activities to freer and creative activities. 
(Littlewood 1983: 87) 
Another possibility is to start the lesson with communicative activities such as a role-
play. One advantage is that it gives the learners the opportunity to become more 
aware of their language needs. It also provides the teacher with valuable clues where 
the weaknesses of the students in this special situation are. Afterwards, more 
controlled activities would follow, based on this diagnosis of needs and weaknesses 
and provide the opportunity of systematical practice. This will lead to a phase of 
communicative activities, which gives the students the possibility to make use of their 
new knowledge. (Littlewood 1983: 87-88) 
Littlewood (1983: 88) points out that the second procedure is useful for intermediate 
or advanced learners, since it allows to find out the learners' deficiencies and to focus 
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on them. Additionally, this procedure is good for the learners' motivation as it shows 
why they have to do a certain exercise.  
Another example of a procedure in CLT is suggested by Finocchiaro and Brumfit 
(1988: 107-108). The first step in a lesson is to motivate the learners for the function 
they are going to learn. Relating the language function to learners' experience can be 
done by presenting dialogues in which it is incorporated. The dialogue is practised 
and questions and answers are dealt with that relate to the topic of the dialogue and 
the experience of the learners as regards that topic. The communicative expressions 
of the dialogue or language structures that exemplify the function should be focused 
on, and some more examples should be provided. Then the learners are supposed to 
discover the rules that underlie the expression or structure. They should detect 
information on oral and written forms, their position in the sentence, the formality and 
informality, and the grammatical function and meaning. This should be followed by 
oral recognition activities and interpretative activities. Afterwards some oral 
production activities should be done starting from more controlled towards freer 
communication activities. Then the dialogues should be copied by the students if they 
do not have the text in their books and then a sample of the homework should be 
provided. Finally, there should be some evaluation of the learning progress by asking 
the students questions about it, forcing them to give examples of the newly acquired 
functions or structures.  
In order to assess the procedures that are used in the CLT book, the analysis will 
focus on one unit. As it is not indicated in the teacher's book in what sequence the 
exercises in the workbook are done in the course of the unit, only the student's book 
will be examined. The unit which is analysed (unit 6) was chosen randomly, and the 
analysis can only serve as an indication of what pattern of procedure is used in this 
course book to introduce new language.  
First the introduction and practice procedure of the function 'talking about 
consequences' will be analysed. While in the unit this function is closely linked to the 
grammar topic 'first conditional', the analysis will focus on the communicative 
function. The headline of the unit is "What will happen if ...?" (Gerngross et al. 2009a: 
46), which already indicates that topic. The first exercise, exercise 1, in the unit is an 
excerpt of a play called 'the monkey's paw'. The play is of course written in dialogue 
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form and includes the function 'talking about consequences' several times. To give 
some examples: 
WILLIAMS   Well if you hold the monkey's paw and make a wish, your wish will 
come true. [...] (Gerngross et al. 2009a: 46) 
NEIL   Look. You get three wishes. If the first wish brings us bad luck, we'll have 
two more chances for good luck. (Gerngross et al. 2009a:47) 
 
The next exercise that deals with 'talking about consequences' is number 5, in which 
six superstitions of different countries are listed. They are described in the following 
form: 
Brazil: If you eat carrots on the first of January, you'll have enough money for 
the whole year. (Gerngross 2009a: 49) 
The next activity including the function is exercise 7 (Gerngross et al. 2009a: 50), a 
listening activity, in which the students listen to some interviews with teenagers, who 
describe the superstitions they believe in. There are some superstitions listed in the 
book and the learners have to assign the names to them. In exercise 8, (Gerngross 
et al. 2009a: 50) the students have to listen to some first conditional sentences. They 
have to underline the stressed words and repeat them afterwards. Exercise 9 
(Gerngross et al. 2009a: 50) is a dialogue practice exercise, in which the students 
have to work in pairs and talk about consequences which relate to some given 
pictures. In exercise 10 (Gerngross et al. 2009a: 51) a sample text about funny 
superstitions is presented. After having read the text, the students are asked to make 
up their own superstitions and write them down. The teacher's book adds that the 
focus is on the production of a creative text. (Gerngross et al. 2009c: 32) 
As one can see the unit follows a similar procedure as proposed in Finocchiaro and 
Brumfit (1988). In general there are three presentation exercises in which the 
students encounter the function in written or spoken texts, and three practice 
activities in which the students have to practise the oral and written use of it. As 
regards the presentation activities, the function is presented in dialogue form first. 
This also demonstrates the context in which it is used and shows the students 
situations in which they might have to use this function. This might serve as an 
implicit motivator, although no explicit comments are made in the student's or 
teacher's book. The second presentation exercise demonstrates the use of the 
function in text format (i.e. texts about superstitions). In the third exercise, the 
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function is again presented in dialogue form. Afterwards there are three practice 
activities. The first one focuses on the practice of intonation and word stress. In the 
second activity, the students have to practise the structure orally in dialogue form and 
in the last one the written structure of the function is practised in the form of a text. As 
regards the degree of control, the first two practice activities are rather controlled, 
since the students do not have any or a minimal choice concerning the language they 
use and concerning the content of what they want to say.  
According to Littlewood's (1983: 86) terminology, exercise 8 would be a structural 
activity, because it is a pronunciation drill, where intonation patterns have to be 
repeated. Activity 9 would fall into the category of quasi-communicative activities 
because the structural and functional practice is embedded in a dialogue, in which 
two people communicate. The written practice activity is a rather free activity. As the 
teacher's book points out its focus is on the originality of the text. It belongs into the 
category of functional communication activities since the focus is on meaning. Yet 
the sample sentences all use the same grammatical pattern, so students might get 
the impression that the focus is on the grammatical accuracy of the sentences. 
In general, the analysis of the procedure of this chapter shows that the function is 
presented first and practised afterwards. The unit provides varied practice of the 
function (intonation, spoken practice as well as written practice). Yet, there are no 
activities with real communicative focus included. Consequently the students get a 
good chance to practise separate components of communication instead of 
practising the whole process. Another critical remark can be made on the fact that 
only one grammatical structure, namely the first conditional, is for the expression of 
the function 'talking about consequences'. In order to broaden the students' horizon 
and to show them that this is not the only way to express this function, other 
examples could have been provided (e.g. going to future, structures with unless, in 
case, wish or if only, second conditional, structures with modal verbs such as can, 
might, etc). As this is not done, one can conclude that the focus of this unit is more 
on teaching the grammatical structure (first conditional) rather than on teaching the 
communicative function 'talking about consequences'. In conclusion, this unit follows 
the theoretical framework of Finocchiaro and Brumfit (1988: 107-108) as regards the 
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teaching of the function 'talking about consequences'. However, there are some 
alternations and exceptions in the procedure. 
 
5.4. CONCLUDING REMARKS 
CLT theory is a broad field, especially the area of language learning and teaching 
activities. Other areas have not been researched to that extent such as theory of 
learning or objectives of CLT.  
As regards the realization of the theory in the course book, the analysis showed that 
the authors definitely try to integrate the underlying theory into the book. For most of 
the theoretical principles and concepts at least one example can be found in the 
book. The information gap principle is realized rather in the form of giving the 
learners some choice in what they are going to say than in the form of providing each 
partner with different information which they have to exchange. In general this 
principle is applied more to speaking than to writing activities. In the workbook, there 
are more common drills, practising grammatical structures than communicative drills. 
In the student's book on the other hand, the principles of a communicative drill are 
often applied to the activities, which mainly practise communicative functions, 
sometimes in combination with grammatical items.  
Role play and simulation as well as problem solving and language games are of 
considerable importance in CLT theory. Yet, they do not occur that often in the 
course book. The authors might have included more activities that bring learners into 
situations in which they can practise communicative functions and/or grammatical 
structures.  
The realization of learner and teacher roles as well as the role of instructional 
material, three more important aspects of CLT, is reasonably good. Some aspects 
could not be judged within the framework of this analysis.  
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6. COMPARISON OF AUDIOLINGUALISM AND CLT 
 
This chapter will compare audiolingualism and CLT systematically, summarize the 
main results of the theoretical as well as practical analysis of the methods and put 
them in relation to each other. The aim is to discover differences and similarities 
concerning the theoretical aspects which have been explicated in the chapters 
before. Additionally, it will be investigated which differences and similarities there are 
in these aspects in relation to the course book analysis. Do the findings from the 
course books differ from the findings from the theoretical comparison or do they 
support them? Moreover there will be an examination of the two foreign language 
teaching methods, as regards differences in the quality of implementation in the 
course books. A critical view of both methods will be integrated in these 
demonstrations. 
 
6.1. APPROACH 
6.1.1. Theory of language 
Both methods have been influenced by linguistic theories of their time, which were 
tried to be applied to language teaching. These theories had the effect that CLT 
focuses more on teaching the functions of language whereas audiolingualism is more 
concerned with the language itself, i.e. the structure, phonology, morphology etc. 
One of the main differences is the way language is viewed by the two methods. In 
CLT language is viewed as communication whereas in audiolingualism it is seen as 
an automated set of habits. This is the aspect that has had the largest impact on the 
way language is taught and on the way language teaching activities are designed. As 
CLT concentrates on the teaching of language as communication, activities are 
designed in which students are brought into communication situations. These 
situations try to reflect real communication as well as possible and therefore usually 
focus rather on meaning than on form. In audiolingualism on the other hand, the aim 
is to automate the language habits, which is done by overlearning. This means that 
exercises are created that focus on the extensive practice of single patterns, which 
have to be repeated again and again in order to become automatic. Another 
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difference is that in audiolingualism the focus is on spoken language, whereas CLT 
focuses on communication in general, which can be either spoken or written 
language.  
Yet, CLT and audiolingualism also have some things in common as can be 
concluded from the theoretical tenets. One could say that in some ways CLT was 
influenced by audiolingualism or even based on it. For example both methods do not 
want to teach one prescriptive variety of language but accept different varieties of 
English. Another principle that was taken over by CLT, which is probably taken for 
granted nowadays, is that English is not taught in the way Greek and Latin were 
taught. Audiolingualism was one of the first methods that changed its methodology 
towards a more practically oriented way of analyzing and teaching foreign languages, 
which is also the basis of CLT. This practical orientation and the aim of teaching a 
language in order to use it and not in order to be able to speak about it (know the 
rules) is another similarity of the two methods.  
 
6.1.2. Theory of learning 
The audiolingual theory of learning has a more solid theoretical foundation than the 
one of CLT. Audiolingualism was strongly influenced by behaviourism, a theory in 
which output is based on input and which does not take into account any processes 
inside the individual person, i.e. their needs, opinions, wishes, experiences, etc. CLT, 
in contrast, claims that the language acquisition process is influenced by social and 
individual variables, too (cf. Savignon 1983).  
Another difference is that in audiolingualism there is the rule to present spoken 
before written language, which is not the case in CLT. Audiolingual theory assumes 
that language is learned through pattern practice exercises, which will help the 
learner to become fluent in a language so that s/he then can take part in real-life 
communication. CLT theory is not a hundred percent clear on this issue but some 
theorists claim that the learner has to communicate in the foreign language in order 
to learn it. Closely connected to this is another difference. Audiolingualism assumes 
that students learn a language through pattern practice activities where the content of 
a sentence plays an inferior role and which in most of the cases are not meaningful 
for the students. CLT on the other hand presumes that students learn something 
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which is meaningful to them, and therefore uses tasks (cf. the 'meaningfulness 
principle' and 'task principle' by Johnson 1982) that use meaningful language to the 
learner. Again this demonstrates that CLT considers the processes inside the 
individual person, something which is totally neglected in audiolingualism.  
However, there are also similarities between the two methods. Both aim at providing 
situations which simulate 'real-life' communication situations. In audiolingualism this 
is more related to the language itself, i.e. it tries to provide the learner with language 
which s/he is going to use in real life. In CLT this principle serves as a basis for 
activities which aim at providing settings that the learner will encounter in real life. 
Another similarity which concerns the course book analysis is that grammar is taught 
inductively in both textbooks. Presentation and practice comes first and explanation 
of the grammar rules is provided at the end of each unit. This is a similarity which is 
explicitly stated in audiolingualism, however not so in CLT.  
 
6.2. DESIGN 
6.2.1. Objectives 
As regards the objectives of the two methods a lot of differences can be found. One 
very striking disparity is that the objectives in audiolingualism are precisely 
formulated whereas in CLT they are described on a very general level. One reason 
for that is that CLT always aims to consider the needs of the learner, which are of 
course always different, and this is why no universal objectives can be stated. Some 
of the objectives formulated in CLT stress the importance of the individual learner, 
such as the objective to use language as means of expressing values and 
judgements about oneself and others.  
The objectives of audiolingualism focus more on achieving language proficiency, 
which involves practising the four skills speaking, reading, listening and writing. This 
is also included in the objectives of CLT, but only as a small part. CLT additionally 
takes into account the purposes and functions of language and other aspects such 
as individual learning needs and the general educational level. These functions are 
not considered in audiolingualism. One might say that CLT formulates objectives on 
a 'higher' level whereas audiolingualism remains on the language level. 
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Nevertheless, it has to be mentioned that audiolingualism lists long-range objectives 
which regard the understanding of literature and culture. This can also be considered 
as objectives on a 'higher' level, yet relating to different areas.  
In audiolingualism the teaching of different items and skills such as phonology, 
grammar, vocabulary, aims at the development of oral fluency. In CLT the above-all 
aim can be interpreted as gaining communicative competence which in turn consists 
of a number of skills and abilities.  
One similarity is that the objectives of both methods can be applied to any teaching 
situation. This means that both do not formulate separate objectives for different 
levels of learning or for different learner groups but one set that can be used for 
every level and every learner.  
As regards the course book analysis, the objectives of audiolingualism are realized 
very well in the course book. The objectives of CLT could not be analysed properly, 
most likely because they were formulated on a general level.  
 
6.2.2. The syllabus 
The most obvious difference is that the audiolingual syllabus was influenced by 
structuralism whereas the CLT syllabus was influenced by the idea of a notional-
functional approach. In CLT the Council of Europe became involved into the syllabus 
design, and the syllabus was based on some profound research. A standardised 
model was offered in Threshold Level English. This fact shows that the syllabus of 
CLT is founded on a more elaborate basis. In audiolingualism contrastive analysis 
was used to specify the differences between the native and the foreign language. In 
CLT on the other hand, an analysis of the notions and functions of language forms 
the basis of the syllabus. This shows that in CLT the emphasis is rather on the 
concept of language as a whole. It does not stress the differences between 
languages as much as it is done in audiolingualism.  
In general there are more versions of the CLT syllabus than of the audiolingual 
syllabus. Another difference is that the audiolingual syllabus specifies the order in 
which the four language skills have to be presented, namely the sequence listening, 
speaking, reading, and writing. CLT does not have this guideline.  
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As one can see the comparison of the theoretical tenet of the syllabus of these two 
methods shows a lot of differences. However, in the analysis of the course books, 
there are a number of similarities. In both course books, the units are structured 
according to linguistic structures and topics, which might also be referred to as 
notions. It shows that both books embed the grammatical items into a topical 
structure. Nevertheless, the topics play a far less prominent role in the audiolingual 
course book than the linguistic structures, since there are small changes in the topic 
within a chapter and the linguistic structures dominate the exercises. This does not 
happen in the CLT course book, in which the notions have a more important 
influence on the structuring of the book. The structuring of the units according to 
topics in the audiolingual course book could be a consequence of the influence of 
CLT, which emerged when the course book was published in 1975.  
In the CLT book there is also a categorisation according to functions of language, 
which is another difference. In this case, the analysis of the course books showed 
more similarities than the comparison of the theories. The CLT course book sticks 
closer to the theoretical assumptions of the method, than does the audiolingual 
course book.  
 
6.2.3. Types of learning and teaching activities 
There are a lot of differences but also similarities in the types of learning and 
teaching activities in the two methods. One of the main differences is the information 
gap principle, which is one of the most important technique in CLT. This principle is 
not mentioned in audiolingualism. This is because of the fact that audiolingualism 
does not pay so much attention to the teaching of real communication but rather on 
the practising of patterns. The pattern practice provides an ideal basis for real 
communication. In contrast, in CLT the focus is on teaching communication, which 
means that it is important to include the features of real communication in the 
activities, and the information gap is one of the most prominent ones. 
This difference is also reflected in the course books. In the audiolingual course book 
there are plenty of exercises in which students are engaged in conversations where 
they talk about things that all participants already know, since they have been 
presented in an earlier text. In the CLT course book one can find more activities 
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which incorporate the information gap principle. In CLT the principle is mainly applied 
in the form that the learners talk about a topic and they do not know what the other 
one will tell them. However, there are more ways to apply the information gap 
principle which are not equally exploited in the CLT course book. In other words, the 
realization of the information gap principle in the course book did not exactly reflect 
the importance it has in CLT theory. 
Both methods claim that they present new language (e.g. grammar or vocabulary) in 
context. If one has a look at the analysis, it becomes clear that in audiolingualism 
context refers more to the sentence level. This means that a word is integrated in a 
sentence, which is the context. In CLT 'context' is understood on a higher level. This 
means that if something is presented in context, it does not only refer to a sentence 
but to a text or even a whole topic or the function or notion of language that it is used 
for. It has to be mentioned, that in audiolingualism the units are also categorized after 
topics. A closer look reveals that the topic in one unit actually changes. For example 
in unit 12, although the topic is 'work and money' it also deals with 'a visit at the 
dentist's'. In CLT on the other hand, this topical change does not happen, and the 
presentation of the new language can be embedded into the topic of that unit.  
Role-plays also occur in both methods, but they differ in their characteristics. They 
are not explicitly mentioned in audiolingual theory and one can rarely find them in the 
audiolingual course book. If they occur, the students sometimes have to imagine that 
they are someone else and make up a dialogue these two people may have (e.g. in 
activity 3 in unit 3 (O'Neill 1975a: 30)). Most of the times, students do not have a real 
choice in what they want to say. Often they are supposed to repeat something which 
occurred in a dialogue or text before, or the dialogues are built around some pattern 
practice exercise. In contrast, role-plays are an important technique in CLT. CLT 
theoreticians emphasise that the learners should have some element of choice in the 
role play, either on the language they are using or on the content of what they are 
saying. This is not always reflected in the activities in the course book. Most role-
plays in More!3 have restrictions concerning the language the students should use 
(e.g. given phrases which sometimes also incorporate a specific grammar item). The 
number of role plays included in the book does not reflect the importance of the 
concept in CLT theory either. Role-plays often appear in the section 'additional 
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suggestions', so they are only done if there is enough time or if the students are good 
enough. There seems to be the underlying assumption that role-plays are only for 
advanced students. If learners have not reached this level, they have to get help in 
form of specified language they have to use. This view contradicts the ideas of CLT.  
Drills are used in both methods, with CLT theory offering some principles which 
makes them more communicative. It becomes obvious that in audiolingualism the 
focus of drills was merely on repetition of structures, whereas in CLT the connection 
to real communication is emphasized. Nevertheless, it has to be pointed out that 
many common drills can be found in the CLT course book, especially in the 
workbook which includes the majority of grammar structure practice activities. This 
shows that the realization of this concept could be improved. This could be done for 
example by adding an information gap to the exercises, especially in the activities 
which are done in class, since it is easy to organise pair or group work there. The 
authors could also try to find more real-life situations in which the grammar item 
might be used. Then activities could be designed in which such a situation is 
simulated. Nevertheless, one has to keep in mind that focus on form and pattern 
practice might sometimes be necessary to make the learners aware of grammatical 
structures and to help them to develop accuracy. (cf. Lightbown & Spada 2006: 150-
151, or Widdowson 1990: 45) One possible reason for the dominance of common 
drills as opposed to communicative drills in the CLT course book might be that the 
course book writers were influenced by audiolingualism because it was the way they 
had learned English at school.  
Dialogues are also used in both methods, although there are some differences in the 
way they are used and in the purpose they are used for. In the audiolingual course 
book dialogues are mainly used for language presentation. There are a lot of 
activities where the students are involved in a dialogue situation however this 
situation is mainly embedded in a pattern practice activity. Here, the language and 
content which the learners have to express is predetermined. In the CLT course book 
on the other hand, dialogues also function to present new language, but they are also 
used in activities which engage the students in real communication. In this case, the 
dialogue rather reflects conversations in the real world. Sometimes though, the 
dialogues have to be studied and acted out just as in the audiolingual course book.  
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6.2.4. Learner and teacher roles 
Generally, theories on learner and teacher roles contradict each other in 
audiolingualism and CLT. One major difference is that in audiolingualism the 
teaching is teacher-centred whereas in CLT it is learner-centred. This is also 
demonstrated in many other facets of the roles. For example in audiolingualism it is 
basically the teacher who is responsible for the learning process and the results that 
are achieved. In CLT the aim is to put the responsibility for the learning process on 
the learner. This should happen by offering him/her to take part in the design of 
activities and lessons, by providing him/her with information on various learning 
strategies and by offering a lot of additional material which s/he can work with outside 
of the classroom. This means that the teacher is rather the facilitator of the learning 
process. CLT promotes self-directed learning, which is not the purpose of 
audiolingualism. This is also demonstrated in the CLT course book, where a lot of 
additional material is provided in the book as well as self evaluation sections. It has 
to be added that the audiolingual course book offers additional self-study material 
too, in the form of language laboratory drills, but they are offered for a different 
reason, namely because of the emphasis on oral speech of this method and because 
learners should get some extra practice.  
In audiolingualism the learners are expected to just respond to stimuli and they 
encounter plenty of activities that are very controlled, since mistakes have to be 
avoided at all costs. In CLT on the other hand, students are expected to experiment 
actively with language, and so mistakes may occur. As learners are responsible for 
their own learning process, the idea is that they learn from their mistakes. This is 
again linked to the aim to simulate real communication.  
In the audiolingual theory, the importance of a frequent and good interaction between 
the teacher and the learner is stressed in order to make successful learning happen. 
In CLT the emphasis is rather on the interaction between the students and their 
colleagues. In both methods the teacher can be an active participant in an activity. 
While in audiolingualism this role would imply that s/he is in a more authoritarian role 
and would ask the students questions for example, in CLT on the other hand, the 
teacher might as well be a part of the group, by taking on a role in a role play for 
example.  
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All in all, the teacher in audiolingualism is more in control than in CLT, which is also 
reflected in most of the activities. In CLT there are times when the teacher has to be 
in control, while there are also a number of other roles suggested, in which the 
function of the teacher is completely different. 
The analysis shows one similarity, namely the detailed instructions on the activities, 
which are provided in the teacher's books. This implies a classroom which is 
determined by the teacher or rather the course book. The finding does not reflect the 
CLT theory which advocates that learners should actively take part in the design of 
activities or procedures. The detailed instructions and specifications do not provide 
much room for the learners to bring in their needs, choices and expectations. In this 
case, the realization in the course books is more similar than the theoretical tenets of 
the methods. One reason for this might be the course book writers' focus on the 
design of the activities and the contents of the book, so that they neglected some 
aspects of CLT that go beyond that. It is also possible that as the authors have put a 
lot of deep thought into the design of their course book, they want to provide teachers 
with a detailed instruction so that they will be able to carry out their programme 
correctly. However, all these reasons do not really justify why there are hardly any 
suggestions provided on how students can contribute to the design of activities or 
English lessons. It might be the case that the course book writers (and the teachers) 
still have too little experience with the methodological implementation of this 
particular concept of realizing learner-centeredness. Maybe the concept of teacher-
centeredness, as it was practiced 30 years ago, is still too prominent in people's 
minds so that the change towards the concept of learner-centeredness is happening 
slowly.  
 
6.2.5. The role of instructional material 
One of the main theoretical differences is that the instructional material in CLT aims 
at promoting communicative language use, whereas the material in audiolingualism 
primarily has to provide exercises for pattern practice concerning language 
structures. This again demonstrates the objectives of the two methods. In CLT the 
objectives are on a higher level, in which not only language but also the functions of 
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language are considered. In audiolingualism the objectives rather focus on a level 
which deals with the language itself such as its structure, vocabulary, etc.  
In CLT the description of materials goes beyond the description of the textbook, 
being just one of three types of materials that should be used in CLT besides task 
based materials and realia. Audiolingual theory on the other hand only describes the 
contents of the course book. The CLT text book occasionally tries to integrate the 
other material types into its schedule, by for example suggesting a role play for which 
the teacher has to prepare role cards, or by integrating authentic looking texts. 
Moreover, it contains a lot of pictures, which are included in the realia category. This 
is not the case in the audiolingual course book. It features some pictures but they are 
not as dominant as the pictures in the CLT course book. The whole layout is more 
structured, whereas the CLT book tries to avoid conveying the image of a course 
book and therefore has adopted a more casual design.  
There is no claim in audiolingualism that authentic material should be used in the 
classroom, except the fact that dialogues are used in order to reflect real-world 
situations. CLT theory in contrast does include the call to use authentic material. Yet, 
if one takes a look at the course books, both are trying to use material such as 
excerpts from magazines or interviews. This shows a similarity although it has to be 
mentioned that one can find more of this adapted authentic material in the CLT 
course book. Of course in both cases no real authentic material can be used 
because it has to be adapted to the level of the students. 
Another similarity is that both teacher's books offer detailed instructions on how to 
implement the activities and exercises of the course book in the language classroom. 
This is mentioned in the audiolingual theory but not in the theoretical framework of 
CLT. As regards the structure of the contents of the book, the audiolingual book 
provides a more detailed structure since it also determines the contents of each 
lesson. In the CLT course book a time schedule is provided that indicates in what 
months the units should be dealt with.  
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6.3. PROCEDURE 
Neither of the methods advocates one typical procedure regarding the sequence of 
activities. However, both of them offer some guidelines which influence the way the 
activities are structured in the books. One difference concerns the treatment of 
mistakes. In audiolingualism it is pointed out that mistakes should be corrected 
immediately, which goes along with the aim to produce immediate and accurate 
speech. CLT does not state such strict rules, which of course does not mean that 
mistakes are not corrected. Instead, in CLT it is more important that students have 
the possibility to experiment with language and that at times they focus more on 
meaning communication than on the production of accurate speech. 
Another difference lies in the use of the mother tongue. In contrast to CLT, 
audiolingualism disencourages the use of the students' mother tongue at all costs. 
This is also reflected in the presentation of vocabulary in the audiolingual course 
book, in which new words are always circumscribed, but never translated. In the CLT 
course book, new vocabulary is translated into German and in addition a sentence is 
provided in which the word occurs. This sentence is taken out of one of the texts in 
the unit.  
The analysis of the course books shows that there is a tendency to present and 
practise a structure first, and only afterwards provide an explanation of grammatical 
rules. In the audiolingual book, the common procedure is to present oral practice 
before written practice activities, which goes along with the audiolingual theory.  
Another factor which is paid attention to in CLT is motivation. The students can be 
motivated by telling them where they might need the structure they are going to learn 
in their everyday life. Another possibility is to start with communicative exercises 
which will show the learners that they have deficits in certain areas and so they will 
become more motivated to learn the language that will help them to overcome these 
disabilities. These issues are not considered in audiolingual theory.  
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6.4. CONCLUDING REMARKS 
All in all one cannot find a difference in the quality of realization of the two methods in 
the course books. Both have implemented some aspects better than others. The CLT 
course book sticks very close to CLT syllabus theory and it integrates many of the 
activity types that occur in the literature. The audiolingual course book reflects the 
theory on the teaching of grammar and the objectives auf audiolingualism. The role 
of the teacher as it is presented in the literature, and also the avoidance of the 
students' mother tongue is realized very well in the audiolingual course book.  
On the other hand, there are some elements which are not realized as they are 
presented in the underlying theories. The information gap principle does occur in the 
CLT course book, however, not in such a prominent way. This is also the case with 
the realization of role-plays, simulations and games. The learner and teacher roles in 
CLT are not a hundred percent reflected in the book. The audiolingual course book 
does not follow the theory on syllabus design. 
It is interesting that the theoretical comparison does not always go along with the 
practical comparison and the other way around. Both books for example are 
structured according to linguistic structures and topics, which does not correspond to 
the audiolingual theory. One reason might be the emerging influence of CLT ideas at 
the time when the course book was written. Furthermore, both course books include 
common drills, although it has to be mentioned that the CLT book also incorporates 
drills with communicative elements in them. Nevertheless this does not perfectly go 
along with CLT theory which offers a number of suggestions on how to make drills 
more communicative. One interpretation for this finding is that sometimes form 
focused exercises are important to raise the students' awareness of the linguistic 
forms and to help them to develop accurate language. Yet, this finding could as well 
be an artefact of audiolingualism. Another result was that authentic material is used 
in both books, something which is not explicitly called for in audiolingualism. One 
possible explanation for this result might be that the use of authentic material in 
audiolingualism is connected to another objective, namely to teach the cultural 
background of the foreign language community. These findings indicate that the 
implementation of the principles of the two methods are reflected in the course books 
but is not ideally realized.  
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7. CONCLUSION 
 
The purpose of this thesis is to examine and compare the theory and practical 
realization of communicative language teaching and audiolingualism, two different 
methods of foreign language teaching. In order to provide the basis for a systematic 
comparison of the theoretical tenets, the methods were analysed following the model 
of Richards and Rodgers (2001), which suggests three elements of a method, 
namely approach, design and procedure. These in turn are made up of several sub-
elements such as 'theory of language' or 'role of instructional material'. In order to find 
out how these elements were realized, two English course books were analysed: 
More!3 which was written by Gerngross, Puchta, Holzmann, Stranks, and Lewis-
Jones. and published in 2009, and Kernel Lessons Plus which was written by O'Neill, 
published in 1975. The books were analysed following the in depth method by 
McGrath (2002). In the end, differences and similarities were deduced from the 
theoretical analysis as well as from the course book analysis and put in relation to 
each other.  
The results of the comparison show that the differences between the two approaches 
prevail, in theory as well as in their practical implementation in the course books. 
These differences mainly reflect the basic assumptions and objectives of the two 
approaches: CLT aims at teaching communication whereas audiolingualism focuses 
on teaching accurate language production. These assumptions are reflected in all the 
other aspects of the teaching approach (e.g. activity types, learner and teacher roles, 
theory of learning). At the same time, the theoretical differences are not always 
reflected in the course books. In some cases they contradicted the theoretical 
assumptions, such as the active contribution of the students to the design of 
classroom activities, which was not reflected in the CLT course book. Another 
contradictory finding was the structuring of both course books according to linguistic 
structures and topics, since this does not reflect the audiolingual theory. Interestingly, 
the comparison reveals some similarities as well. One of the most prominent is the 
use of isolated pattern practice in both approaches. The use of common drills follows 
audiolingualism but is inconsistent with CLT theory as it offers some ways to turn 
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drills into rather communicative exercises. These findings demonstrate that in some 
cases the realization in the course books is more similar than theory claims.  
The quality of the implementation of the two books is equally good. Both course 
books implement the approach quite well, although there are some points which 
could be realized better, such as the implementation of the information gap principle 
in the CLT course book and presentation of oral before written language in the 
audiolingual course book.  
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APPENDIX 
 
A. Principles of audiolingualism (Prator & Celce-Murcia 1979: 4) 
B. Excerpts of Kernel Lessons Plus Teacher's book (in chronological order) 
C. Activities from Kernel Lessons Plus Student's book (in chronological order) 
D. Excerpts of More!3 Teacher's book (in chronological order) 
E. Activities from More!3 Student's book (in chronological order) 
F. Activities from More!3 Workbook (in chronological order) 
 
 
  
A. Principles of audiolingualism (Prator & Celce-Murcia 1979: 4) 
1. New material is presented in dialogue form.  
2. There is dependence on mimicry, memorization of set phrases, and 
overlearning (i.e. it is believed that language learning is habit formation). 
3. Structures are sequenced, and taught one at a time. 
4. Structural patterns are taught using repetitive drills. 
5. There is little or no grammatical explanation: grammar is taught by inductive 
analogy rather than deductive explanation. 
6. Skills are sequenced – listen, speak, read, write. 
7. Vocabulary is strictly limited and learned in context. 
8. Teaching points are determined by contrastive analysis. 
9. There is much use of tapes, language labs, and visual aids. 
10. There is an extended pre-reading period at the beginning of the course. 
11. Great importance is attached to pronunciation, with special attention being 
paid to intonation. 
12. The cultural background of the target language is stressed. 
13. Some use of the mother tongue by teachers is permitted. 
14. Successful responses are immediately reinforced 
15. There is a great effort to prevent student errors. 
16. There is a tendency to manipulate language and disregard content. 
  
B. Excerpts of Kernel Lessons Plus Teacher's book  
(in chronological order) 
   
  
C. Activities from Kernel Lessons Plus Student's book  
(in chronological order) 
  
 
  
 
  
 
  
 
  
 
 
  
 
  
 
  
 
  
 
  
 
  
 
  
 
  
D. Excerpts of More!3 Teacher's book (in chronological order) 
  
 
 
  
 
 
  
E. Activities from More!3 Student's book  
(in chronological order) 
  
 
 
 
  
 
 
  
 
 
  
 
 
  
 
 
 
  
 
 
  
 
 
  
 
 
  
 
 
  
F. Activities from More!3 Workbook  
(in chronological order) 
  
 
 
  
 
 
  
 
 
  
 
ABSTRACT (in English) 
This thesis compares two EFL teaching methods, namely communicative language 
teaching and audiolingualism on a theoretical as well as on an empirical basis. The 
theoretical comparison is based on a model which distinguishes three main elements 
of a language teaching method: approach, design, and procedure. The empirical 
comparison is based on an in depth analysis of an audiolingual (Kernel lessons plus) 
and a communicative (More!3) course book. The research aims of the thesis are to 
depict the theoretical background of the two EFL teaching methods and to analyse 
the course books in order to find out how well these two methods were realized. 
Another aim is to compare the theory of the two methods as well as their practical 
implementations systematically in order to find out what differences and similarities 
there are on a theoretical as well as on a practical level. The results of the course 
book analysis show that the content of the course books often reflect the theoretical 
tenets of the teaching methods. Nevertheless, there are some points which could be 
improved in each of the books. The comparison of the two methods revealed a 
number of differences but some similarities as well.  
  
 
ZUSAMMENFASSUNG (in German) 
Diese Diplomarbeit vergleicht zwei verschiedene Methoden des englischen 
Fremdsprachenunterrichts, den kommunikativen Fremdsprachenunterricht und den 
Audiolingualismus, auf einer theoretischen sowie einer empirischen Grundlage. Die 
theoretische Gegenüberstellung basiert auf einem Modell, welches drei 
Hauptelemente einer Fremdsprachenlehrmethode unterscheidet: Denkansatz, 
Design und Durchführung. Der empirische Vergleich gründet sich auf einer 
Tiefenanalyse eines audiolingualen (Kernel lessons plus) und eines kommunikativen 
(More!3) Lehrbuchs. Die Forschungsziele der Diplomarbeit sind es, den 
theoretischen Hintergrund der beiden Fremdsprachenlehrmethoden darzulegen und 
die Lehrbücher zu analysieren um herauszufinden wie gut diese beiden Methoden 
darin umgesetzt wurden. Ein weiteres Ziel ist es die Theorie der beiden Methoden 
und deren praktische Umsetzung systematisch zu vergleichen um die Unterschiede 
und Gemeinsamkeiten auf einem theoretischen sowie einem praktischen Level zu 
erkunden. Die Ergebnisse der Lehrbuchanalyse zeigen, dass der Inhalt der 
Lehrbücher oft die theoretischen Prinzipien der Lehrmethoden wiederspiegelt. 
Dennoch gibt es in jedem der Bücher einige Punkte die verbesserungswürdig wären. 
Der Vergleich der beiden Methoden zeigte einige Unterschiede aber auch so manche 
Gemeinsamkeiten auf.  
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